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Coxauess or THE UNITED STATES,
Washington. D.C ., January 25. 1972,
Hon, Can. D. PeriiNs,
Chairman, Committee on Education and Labor. House of Representa-
tives, Washington. D.C,

Dear Mr. Ciiarstax : On Mareh 3, 1970, in his message to Congress
on educational reform, I’resident Nixon called for the creation of a
National Tnstitute of Iiducation as a “foens for edueational research
and experimentation in the United States.”

Deelaring that “American eduention is in urgent need of reform™and
that “we are not getting as much as we should ont of the dollars we
spend” on education, the President called for “a searching reexamina-
tion of our entiveapproach to lenrning™,

As the President warned :

We must stop pretending that we understand the mystery of the learning
process, or that we are significantly applying science and technology to the
techniques of tenching—when we spend less than one-half of 1 percent of our
educational budget on research, compared with i percent of our health budget
and 10 percent of defense,

Legislation proposing the establishment of a National Tnstitute of
Tdueation was introduced in the 91st and 92d Congresses.

During 1970 and 1971, beginning with the introduction of the orig-
inal bill on March 3, 1970, the Seleet Subcommittee on Edueation of
the TTouse Committee on Fdueation and Labor held 8 days of hearings
on the proposal and, in addition, visited severnl centers of educational
research and development in the United States as well as in Great Brit-
ain, Trance, Norway, Poland. and the Soviet Union,

These three volumes of essays, “Edueational Researvch: Prospecis
and Priovities,” “Purpose and Process: Readings in Edueational Re-
sonreh and Development,” and “Alternative Futures in American
Fidueation,” are thus part of what. I believe to be the most. careful con-
sideration yet by n congressional subcommittee on the subject. of re-
search and development in edueation,

These essays have been commissioned by the Seleet Todueation Snb-
committee Trom scholars who have studied the aims of edneation, the
}ssnos of edueational researeh and ways of improving how we teach and

earn,

As you know, Mr. Chairman, both the Honse of Representatives on
November 4, 1971, and the Senate on August 6, 1971, passed with strong
hipartisan support bills authovizing the ereation of a National Insti-
tute of Edueation, At the present writing, therefore, the next step in
the legislative process is action by n conference committee.

opefully, one of the principal achievements of the 92d Congress
will be the establishment of a new entity which will contribute to
strengthening research and development at every level in American
edueation,

These essays are intended to cantribute to a wider understanding of
the National Tnstitute of Education and some of the issues which it
will address.

Sincerely, z

Chairmgn, Select Subcommittec on Education.

i
i
|
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EDUCATIONAL RESEARCH: PROSPECTS AND
PRIORITIES

EDUCATIONAL RESEARCH & DEVELOPMENT IN THE
SIXTIES: THE MIXED REPORT CARD

A background paper by FRANCIS S, CHASE

I. ProLoGUE AND BACKGROUND

In the past decade research and development did not transform edn-
cation as many had hoped; but it did introduce new approaches to
change and give convincing demonstration of potential for continuing
improvement. One who looks objectively upon the short and uncertain
history of the cducational research and development organizations
funded by the Federal Government will discern ineptness in planning
and management, bloated expectations punctured by failure, and frus-
trations enough to confound even the boldest risk takers. Yet the
objective examiner will also note some solid accomplishments in spite
of the obstacles; and, if sufficiently discerning, may perceive that
power has been generated that promises much for the future.

The foregoing statements and the comments that follow are based
on (1) information gathered on one or more visits to each of nine
university-based research and development centers and twenty re-

ional educational laboratories between December 1966 and June 1968

2) continning communication with all these organizations and re-
peated visits to six of them, in 1969 and 1970; (8) cxamination of
annnal reports, contractor’s requests for funding, and other documents
issed by the centers, laboratories, and other R&D organizations; (4)
conversations with many persons who have had opportunities for close
observation of the operations of educational research and development
through serving on evaluative panels and otherwise; and (5) analysis
of over seventy replies to an inquiry addressed at the end of February
1971 to persons believed to be unusnally knowledgeable about the
strengths and weaknesses of educational research and development.

My first opportunity to study the fledgling educational R&I) or-
ganizations came toward the close of 1966. At that time the oldest
of the university-based research and development centers, authorized
in 1963 under the Cooperative Research Act, had been in existence
between two and three years; and the regional educational laborn-
tories, authorized by ESEA Title IV (an amendment to the Coop-
erative Research Act), were just getting started. Please note the dates
of what I am tempted to cuﬂl “an incredible chronology”:

April 11, 1965—enactment of ESEA, including Title IV.
August, 1965—Guidelines issned for prospectuses.
October 15, 1965—prospectuses received.

February, 1966-—the first contracts negotiated.

(1)
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September, 1966—twenty laboratories nnder operational or
developmental contracts,

November 18, 1966—a barrage of criticism led to the request
for what became known as the “Chase Study®.

On that day in November the then Secretary of HEW, John Gard-
ner, and the Commissioner of Edueation, Harold IHowe II, made it
clear that they were in wgent need of trmstworthy information to
determine action with respect to the new labortories which were
being assniled so strongly by critics within and without the educa-
tional establishment. It scems searcely credible that disillusionment
could have set. in so quickly as to shake the faith of the Secretary
who carlier (when president of the Carnegic Corporation) had
chaired the Presidential Task Foree which recommended the estab-
lishiment. of such laboratories as large-seale research and development,
organizations. Yet the painful fact was that the existence of these
new organizations was threatened before a majority of them beeame
fully operational. ‘

As I began my visits to the Inboratories in December 1966, T found
basis Torr the monnting criticism, but I found also basis for hope in the
revitalization of ecdueational practice throngh these new agencies, As
visits to the laboratories continued, the Commissioner of IEducation
asked that the university research and development centers be in-
cluded so that the study would encompass all of the organizations in
what was beginning to be known as the National Program of Isduca-
tional Laboratories.

By mid-January 1967, and at intervals for the next year and a half,
I reported to the Secretary, the Commissioner, and officers of the cen-
ters and Inboratories on policies and practices, both within the Office
of Tiducation and among the Taboratories, which scemed to jeopardize
their usefulness as ngencies for the improvement of education. At the
same time I was calling attention to policies and operational processes
which promised to add badly needed ingredients for the reform and
strengthening of the edueation enterprise.

The judgments made in 1967-1968 have been reexamined in the light
of subsequent events and further eonsideration of the nature of educa-
tional resenreh and devclopment as it is evolving in the United States
and other countries, The following premises arve cither explicit or im-
plicit_in hoth my earlier and enrrent. generalizations:

1. The justification for the establishment and continning support
of these orgnnizations is to be found in effective performance of fune-
tions which are cither neglected or poorly performed hy schools and
school districts, colleges and universities, and State and Fedeval edu-
cation offices. This requires the centers and laboratories to engnae in
activities which complement the activities normally engaged in by
other education ngencies.

2, The fact that the centers and Inboratories are conceived as edn-
entional research and development organizations places them wunder
obligntion to engnge in sets of onerations which eventuate in products
and processes effectively adapted to the achievement of specified eduea-
tional objectives or the solution of important problems.

3. The focus of operations will be research designed to facilitate the
attainment of specified gonls and/or development which draws on re-
senrch to inform decisions and evaluate products, Tn'research and de-
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velopment, the discovery of knowledge is pursued not as an end in
itself bt as a means toward achievement of other purposes; and de-
velopment is regarded as successful only to the extent that specified
performance criterin are met.

4. Effective research und development in education as in other
fields requires teams of specinlists with complementary competencies
working over considerable periods of time under conditions which re-
ward team prodnetivity and quality control.

5. The autonomy requisite to productive research and development

can be reconciled with accountability for the nse of public finds and
other resonrces only through the establishment of processes of review
and evaluation which provide fair bases for jm‘ging performance
without impeding it. )

In a paper prepared nearly two years ago. T attempted to describe
some of the conditions essential to the effective operation of educa-
tional resenrch and development organizations. Among the conditions
which 1 stressed were an orderly increase in funding, an immediate
stepping up of efforts to train research and development. personnel for
edueation, and other conditions necessary to stability, independence
and acconntability. It was my opinion then, and it is ny opinion now,
that we need to meve immediately to establish a sponsoring agency
in the Federal government that will command the attention of the
Exeeutive Offices and the Congress, and provide assurance that re-
search and development operations in education are will conceived,
sonndly operated. and objectively evaluated. A National Institute of
Icucation, set up along the lines proposed in legislation now pending
before the Congress and with funding increasing at the rate of some-
thing like 50 per cent a year until the billion dollar mark is passed,
would be a giant step toward establishing the essential conditions for
realizing the educational potentinl of research and development.

Tt is important that R&D organizations be divected to establishing
conditions and means for vigorons and effective functioning of the
institutions and agencies of education, and not merely to the achieve-
ment of short range zoals. Generally the most lasting effects ave
achieved over time throngh systematic analysis and problem-solving
which lead to a clavifiention of objectives and a painstaking adapta-
tion of means to ends. Over-emphasis on instant products is a dis-
service to sound research and development : yet the pressure for visible
products which are ready to he marketed and put into widespread nse
is a factor that cannot. be ignored by R and D organizations. The pres-
sure comes from practicing school people who want. something to ease
their problems now and from parents who want their children to have
experiences which are much better adapted to their needs than those
which schools generally now are providing. It comes also from legisla-
tors who need something they can point to as justifying the expendi-
tnre of public funds: and it comes from officials in the Executive
branch. the Bureau of the Budget, and elsewhere, who feel resyponsi-
hility both for advancement of the public welfare and for prudential
nse of tax revenues.

I take education to be a process through which the powers of
the individnal ave developed and used for the enhancement of self
and others. We talk glibly about the development of the full poten-
tial of all individuals in our society; yet society itself through its

8
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institutions and values leads members of some groups to discount
their potential and to perceive small opportunity for the excrcise of
developed powers. We can identify some of the grosser factors which
hamper development of the powers such as poor nutrition, sensory
deprivation, and assignment of inferior social statns. We have a
dawning understanding of the positive factors which help an indi-
vidual to attain a just perception of himself and to acquire some
ability to cope with environmental factors; but we are not sure what
combinations of changes in environments for learning and living
are required to provide substantinl equality of educational oppor-
tunity for those growing up in poverty, accentnated often by social
stigmas attached to departures from the national norms in langnage,
culture, or appearance,

What hope is there that research and development operations can
contribute to the reform and continning improvement of education?
Or to put the matter another way: What are the characteristics of
research and development operations on which one can base reason-
able hopes? I shall discuss briefly several which scem important to
me and which seem to be more fully exemplified in the eclucational
research and devei)pment operations than in educaticnal practice
generally.

One characteristic is n systematic attempt to work out cycles of
need assessment, specifications of objectives, analysis of alternative
strategies and treatments, leading to choices among alternatives, con-
struction of partial or tentative systems or prototypes on the basis
of testing in clinical and experimental situations, installation and test-
ing under field conditions jn a variety of situations, and continuing
evaluation and refinement. No other educational institutions in our
society have committed themselves so fully to this recycling of proc-
esses until the intended effects are achieved to n satisfactory degree.
It is perhaps this characteristic which, althongh not yet fully real-
ized, most clearly sets aside the operations of these research and de-
velopment agencies from typical o?erutions in the field of educa-
tion: and it is this which represents their greatest potential and prom-
ise for the improvement of education, not merely for the so-called
disndvantaged but for fuller self-realization and fnll contributions
to the human and non-human environment for all individuals in our
society.

Our related charncteristic is attention to all the major elements
in learning environments. The approach is one of creating systems
which have as components instimctional materials and media, physi-

cal settings, and the development of relevant behaviors for teachers .
and other school personnel, family groups, and community volunteers,

The process becomes one in which all are teachers and all ure learn-
ers, with frequent opportunities for transposition of roles.

A third characteristic is the linking of many organizations and in-
stitutions in the implementation of programs. Not only is a greater
attention being given to the contributions which can be made by De-
partments of Ednenation, school districts, and edneational associations
of many kinds; but more effort is being expended to involve parents,
civic groups, indnstries, ethnic leaderships, social agencies, and vol-
unteers from the communities concerned.

Another distinguishing characteristic of many laboratory and cen-
ter programs is a strong accentuation of the positive elements in the

g
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social and cultural environments of those populations which are desig-
nated as disadvantaged. The values and strengths which are associated
with being n black in America or a member of a non-English speaking
group in an Anglo culture or an Indian in a white man’s civilization
become thestarting points for finding oneself and the building of rela-
tions to others. I haveseen munerous examples of this in programs now
under development in several places. The approaches used obviate the
danger of making disadvantaged populations simply the subjects of
interventions by others, and recognize that fruitful transactions with
the dominant middle class culture become possible only on a basis of the
awareness of what the submerged groups can contribute to the enrich-
ment of that culture. To this end a studied attempt is made to enable
niembers of the population which are the targets of the intervention to
hecome contributors to the architectmre of intervention. Increasiugly
the residents of inner-city ghettos, the residents of areas distant from
the major centers of po uTa:tion, and members of groups whose lan-
auages and/or cultures c{)iﬂ’er significantly from those of the majorit
are being involved in helping to decide what they want for their chil-
dren and for themselves and how they can be helped to widen the
choices open to them.

We have lemned to distrust the assumption that improvement in
education will result from piecemeal reforms such as introducing
new media of instruction, revising instructional materials, regroup-
ing learners, organizing teachers into teams, or adopting programned
instruction. The history of innovation shows that any substantial
@ain in effectiveness depends on many factors operating to the com-
mon effect. Well conceived educational research and development:
operations involve helping school personnel acquire needed skills
and competence in new roles as well ag developing improved instrue-
tional materials and management systemns. Moreover it is recognized
that cffective use of a new product or subsystem may require care-
fully worked out adaptations both in the new elements, and in the
school, communities, and other systems affected.

I have been speaking of vesearch and development as a function
or set of operations performed by organizations established and
maintained for the purpose of devising and perfecting alternative
strategies, products, and systems to facalitate the achievement of spec-
ified objectives. This is true to the extent that he characteristics
which I have been describing find their fullest expression in such
organizations. Let no one imagine, however, that the urgently needed
improvements in education will result simply from having one type
of organization design and develop products for use in_schools, col-
leges. and other educational agencies. The adaptation of educational
institutions to the needs of our times requires both incremental and
reconstructive changes. These changes cannot produce the desired
effects unless there exists within the adopting agencies a predisposing
set of conditions.

The success of innovations is increased when:

(1) a preceding analysis by members of the adopting agency
has identified poorly achieved objectives, low performance of func-
tions to which the agency is committeed, and/or newly identified
needs for education which require attention;

(2) the effects which thHe ddopting organization wishes to
achieve have been specified as explicitly as possible;
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(3) the choice of a particular innovation or set of innovations
has been made after a careful examination of available
alternatives;

(4) personnel in the adopting organization are given help in
making the changes in their own roles and behaviors which ave
required to gain the full benefits of innovation ;

(}5) the clientele to be served, including students, parents, and
others in the community affected are involved in the definition of
needs and decisions as to the nature of the changes desired.

The research and development function will become institutionalized
In education only when schools, colleges, and educational agencies sen-
erally incorporate in their own operations what I have called the “ef-
fects orientation™ and use appropriate problem-solving processes to

vecify and achieve the desired ontcomes. The first requirement is that
all education agencies engage constantly in a searching assessinent of
the needs for education of those whom they seek to serve. The assess-
ment nmst be conducted in such a way as to move from symptoms snch
as dropouts, poor school attendance, and low academic achievement to
the nnderlying canses in the inappropriateness or inndequacy of edu-
cational treatments. A second requnirement is that the assessmnent of
needs lead to the identification of specific objectives oreffects which arve
perceived as important by those to be edncated as well asby educational
personnel. The third requirement is a vigorons search for strategies and
Instrumentalities which seem well adapted to production of the desived
effects. These aspeets of probing and problem solving need to go on in
every district, in every school. in every community educational agency,
and in every institntion of higher learning. Assistance in the varions
phases of this “system improving” operation, hopefully will be forth-
coming from state edncation agencies, from regional service centers,
Trom experimental projects, and from the organizations specialized to
research and development ineducation. The latter organizations have a
central responsibility not only for providing tested products and sys-
tems. but also for assisting educational personnel to incorporate in their
own agencies the kinds of processes and mechanisms essential to con
tining revitalization.

It must be understood that the characteristics I have been describing
are nowhere fully vealized; but they do underlic the operative values
in the move snccessful educational vesearch and development organiza-
tions. These incipient. characteristics will emerge more clearly when
enconraged by the commitment of needed additional resources to those
operations thut demonstrate them most fully.

The pnrpose of this section has been to expose the perspectives from
which my own views of edncational rescarch and development are de-
rived. The next section offersa summary of views of others who ocenpy
key posts for observation of R&D operations in education; and the
third (and final) section presents generalizations drawn from a reex-
amination of the past, present,and hoped-for future.
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I1. Sraryary or Ixrvorven OpiNiox

In order to gain the current views of a nnmber of participants in
and observers of research and development operations in education,
inqaniries were addressed in late February 1971 to 120 persons who have
followed closely the course of educational research and development.
Of these 50 are employed by R&D organizations : 10 directors of educa-
tional research and development centers, 14 directors of regional edu-
cational laboratories, and 26 additional staff members of centers and
laboratories. Identical questions were addressed to 70 persons not on
R&D staffs: 11 chief state school officers, 29 local school administra-
tors, S nniversity deans, 10 professors, and 12 leaders in other organi-
zations. All of those queried have had unusnal opportnnity to study
educational research and development operations, with the exception
of the 29 local administrators, most of _wlhom were selected at random
from education directories.

The inquirvy form raised five questions:

1. What do you regard as the chief achievements of educational
R&D?

2. What have been the chief obstaclesto eftective operations?

3. What steps are most vital to the increased effectiveness of edn-
cational R&D?

4. What are the most valnable lessons to be learned from our ex%)e-
rienice up to this time with research and development in edueation?

5. What is yom general assessment of the major strengths and
wealknesses of educational research and development at the present
time ?

To facilitate replies, the first three questions were followed by
checklists of seven or eight factors which are frequently cited as con-
tributing to the relative eftectiveness or incffectiveness of research
and development in edncation. Space was given after each of these ques-
tions for added items and for free-ranging comments. Correspondents
were asked to double-check the two or tlnvee items considered cerucial.
Questions 4 and 5 were followed only by a blank for the respondents’
use. (A copy of the inguniry form and covering letter are appended
to thisreport.) ‘

Seventy-eight replies were received and analyzed to determine the
preponderant views and to reveal significant divergencies mnong and
within the several categories of respondents. When the returns were
analyzed in mid-March, replies had been received from only 11 of 29
local school administrators queried. This in itself may be an mdication
that only a minority of local school people have felt. any impact from
R&D operations. Completed replies were received from over 70
per cent of all other persons addressed, and in no other category did
the returns fall as low as 50 per cent. Of the 78 respondents, 73 com-
pleted tho checklists for the first three questions and the remaining
five ignored the checklists but offered comments. Of the 73 respondents
completing the checklists, 35 are members of center and laboratory

(7)
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staffs and 38 are observers not employed by these organizations. The
latter group includes 8 chief state school oflicers, 11 local administra-
tors, 6 university deans, 8 professors, and 5 who are recogmized as
authorities on the application of research and development to educa-
tion. Analysis revealed some differences of opinion among observers
within and without R&D organizations but no clear differences among
the several categories of “internal” and ‘“‘external” respondents.

The following pages give sampling of the comments of respondents
in answer to each of the five questions. For the first three questions,
tabulations of the checklist responses are also provided. 'lqle tables
show the percentages of those within and without educational R&D
organizations rating each checklist item as crucial or important. It
may be noted that in no case did the items at the top of the checklist
elicit the highest number or percentage of responses.

MAJOR ACHIEVEMENTS CITED

Respondents were asked to indicate their views of the relative im-
portance of seven suggested achievements by checking once all items
regarded as important, and twice those regarded as crucial. Inasmuch
as no major differences appeared among the responses from center
directors, center staff members, laboratory directors, and laboratory
staff members, all of these are grouped together in the 35 responses
from R&D staff members. Anxﬁ;sis also showed no important dif-
ferences in the responses of school administrators and other respond-
ents who are not members of laboratory or center staffs. In the tabula-
tion, therefore, comparison is made between the responses from those
%mgloyie;i by R&D organizations and those not so employed. (See

able I.
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Items added by more than one respondent to the checklist of major
achievements inclnde the following (with figures in parentheses show-
ing number of respondents listing) :

Contribntions to knowledge or understanding of education, cur-
riculum, learning, or change processes. (8)
Refinement of research, development, and implementation strat-
egies. (2)
The use of interdisciplinary teams. (2)
The development of delivery systems for introduction of edn-
cational innovations. (2)
' ( }‘raining of personnel in research and development operations.
2
Among the items added by a single respondent from R&D stafls are:
Parsimonions nse of national resources to improve education.
The creation of R&D) institutions capable of producing signifi-
cant research and validated products.
The development, testing, and installation of improved ednca-
tional management systems.
Converting educational research into actionable, validated
] products.
Development of a rigorous process for bmilding, testing, and
implementing edncational produets.
Development of delivery systems for introduction of innova-
tions.
Among replies from those not on the staff's of centers and laboratories
the following items appear:
Establishing agencies with the prime mission of R&D.
Increased emphasis on, and utilization of basic research.
Improved nn&erstanding of what R&D isall about.
Focus upon the importance of creativity in education.
Emergence of a substantial program of policy- or practice-
centered research in education.
Demonstration that educational problems can be attacked vigor-
ously, systematically, and authoritatively.
Providing opportunitics for many talented, creative persons
to work in eflorts to improve education. ’
Pointing out. the meager research base available and used in
s educational decision making.
Dissemination of usefnl research findings to teachersand others.
Two alert local school administrators mention accountability—one
noting the “sensitization of educators to the research cthic of acconnt-
ability, its rationale and techniques;” and the other listing “develop-
ment of acconntability systems, cost-effective learning systems, and
performance-based edncational assessment tecliniques.”

Several respondents offer comments whick are usually concise, and
often illuminating. In response to the question regarding the chief
achievements one center director says “the chief achievement is the
bold new effort to make educational research more relevant, to help
b it break out of its traditional limited mode.” Another center director,
who is also a distinguished psychologist, believes that the significant
contributions up to the present time appear to be:

1. The mobilization of a snbstantial portion of the scholarly
and managerial resources of the nation.

Q ; 15
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2. The formulation and validation of sophisticated develop-
ment, diffusion, and research strategies which are now becoming
part of the accepted tools for educational improvement through-
out the educational community.

3. A firmer knowledge base related to organization, curricu-
lum, instruction, community, and other resources of educational
systems.

4. Tested curriculum materials and instructional procedures,
particularly at the elementary school level, that are now being
moved into the schools.

A third director notes that “the use of systems approaches, improved
processes for institutional self-study and regeneration, and increased
collaboration among eduncational agencies are all extremely important
potential outcomes of educational R&D” ; but he adds “these outcomes
are only beginning to emerge, and their future development is yet to
be determined”. In similav vein, the author of the first comment quoted
in this section acknowledges that the job of making educational re-
search relevant is scarcely begun, but he expresses confidence that the
aew R&D effort can at Tong last begin to help to remedy & major weak-
ness of education which he identifies as lack of a “solid, cumulative
resecarch base®.

A member of a center staff notes that the items listed on the check-
list have been achieved “to some extent as a result of new institutions
with the new kinds of personnel, but the actual achievements of such
organizations ave yet to come.” Another discerning member of a center
staft sces the gains so far as improving instruction is concerned “as
mainly in clarifying the requirements for significant, wide-spread
im})rovements in education and in the development of R&D tech-
nologies that, if Put to work effectively, conld make great gains.”
Another thinks that the big achievement is the introduction of a
programmatic approach to educational innovation, involving respon-
sibility for carrying through from the initial ideas to “installation
and evaluation in a context large enough to provide a nurturing en-
vironment. for new processes.”

The comments of laboratory directors and staff tends to overlap and
reinforce those from the centers. One director calls “the introduction
and use of a systematic research and development approach to the
improvement of education” the most crucial of all achievements and
stresses the importance of establishing “a systematic means of improv-
ing education as opposed to segmented approaches or em})hasis npon
single items such as ‘speeding up educational innovation’”. A labora-
tory stafl member puts stress on the process rather than the product
contributions of educational R&D and expresses the belief that in
the long run laboratories aud centers may contribute more to educa-
tional practice and improvement “through providing models of HOW
rather than specific products.”” Another respondent, a key officer in
one of the labovatories, feels, however, that “educational R&D pro-
vides validated products that are fully ready for operational use”
and adds that “earlier and less rigorous development efforts almost
never conducted vigorous evaluation or provided products that could
be used withont major additional efforts by the schools.”

85-716—72
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OBSTACLES TO EFFBITIVE OPERATION

As shown by Table 11, 100 percent of the 35 R&D staff members re-
gard unrealistic expectations of immediate results as a crucial or im-
portant obstacle to effective operation of research and development or-
ganizations; and 76 percent of the 38 other respondents also rate this
factor as an important or crucial obstacle to effective operations, Other
differences of the ratings of the listed items are shown in the table and
highlighted in the comments beneath the table. Several respondents
list other items which they regard as crucial. Among the additions
from R&D personnel are: ’

Inability to conceptualize a total system of research and devel-
opment and make it operational.

Refusal or inability of R&D operationstoadopt a programmatic
approach.

nappropriate concepts of educational R&D processes.

Inappropriate conceptions of the relationship between research
and development.

Inability or unwillingness of key personnel to utilize existing
knowledge, experience, techniques, and/or methods and procedures
in the management of R&D operations.

Lack of commitment and support from the Congress and the
Executive branch and lack of coordinated support within the
various branches of OE.

Letting technological means determine ends, rather than vice
versa.

Lack of expertise re: dissemination and utilization problems.

Lack of clear and consistent definition of Federal expectations,
re%nirements, and support.

lowness in adapting military and industrial operations to the
unique needs of educational research and development.

Inadequacy of methodology in educational development.

17
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Items added by those not on the staftf of R&D ovganizations inchide
the following:
Completition between R&D interests and commercial interests.
search programs.
Insecurity of funding for long range programs.
IEmphasis on production of packages rather than the treatment
of education as a process.
Lack of an effective system or model for educational develop-
ment and dissemination.
Competition between R&D interests and commercial interests.
The local control of eduneation which makes it diflicult to put
ecdlucational R&D into practice.
Inadequate attention to dissemination and diffusion.
Inadequate information systems to support R&D.
Lack of commitment to the research modus operandi.
Inexplicit, poorly conceived student outcomes statements.
Lack of programmatic approach.
Among the more illuminating comments made by center directors
and staff members on obstacles are the following, which seem worth
quoting at some length:

In the long run, the major obsticle to effective operations of R&D will be the
continued inability or unwillingness of R&D personncl to see thieir own efforts
as only part of n total system. Curriculum (instructional) materials, teacher
training, organizational change. and methods of evaluation must somehow be
brought into a eompatible system if R&D is to have a major impact on the
eduecational system.

Several factors have hindered us. We are new at it, and don’t fully understand
the process. We are borrowing concepts and procedures from engineering and
industry that don’t always tit. We are bedeviled with an incessant, and miudless
scrutiny—pulling up the roots to see if thie plant is growing—that take away
scarce energy needed for creative work. We have been asked to formulate broad,
integrated and expanding programs during a period of financial uncertainty
and with dwindling resonrces. ’ '

The greatest obstacle to the orderly utilization of the hmnan and material
resources in colleges and universities was first the levels of support in 1967,
and in 1970 the actual reduction of support whereby even the strongest R&D
centers received no inerease in funds from 1967-1970 and yet in 1971 not a single
new center was started. The chief obstacle to the orderly development of labiora-
tories was the short-term funding along with insufficient skilled lendership
from OL to get 20 1aboratories off to a good start in 1966-1967.

One of the greatest difficulties in effectively carrying out R&D programs rests
with the lnek of a substantive thieoretical structure that would permit the ade-
quate design of instructional systems. We seem to spend a great ‘deal of time in
developing things with little rationale as to why. :

The whole R&D program since 1965 seemed to have the pitch of immediancy—
which is not possible in changing so complex an operation as is the -edueational
system. Few R&D efforts have been addressed to the utilization of effective
means of causing change to occur or of getting change to occur among the slow-
to-adapt. Interveution into the educational system has been slow and spotty
in degree. The dissemination attempts are, to be kind, awkward, primarily due to
Inck of utilization of means for so doing already available to R&D. The educa-
tional community alrendy has established vehicles of dissemination—and the
creation of new activities for such purposes overburdens the used of R&D. The
bottleneck is obvious.

Laboratory directors and staff members add the following obstacles:

Shortage of R&D management and professional personnel who actually have
experience in development, evaluation, dissemination, and utilization is more
critical than funding, “research knowledge”, or research methodology.

Product development is a specialized skill and good “product developers”
are practically non-existent. Management has been inferior. It is primarily

‘19
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given to former “educators” and “administrators” whose concepts and skills
in the management process are at best ineffective and in most cases self-de-
feating or destructive to personnel.

Edneators had no good models for R&D. These had to be constructed from
military and industrial sources. Since the fit was not good, a great amount of
hammering out of the concepts was needed. Previous eduncational research was
almost of no value, and at times was detrimental. 'The general notion that re-
search knowledge was abundant and that labs simply needed to apply it to
solntions was unworkable. Not enongh knowledge existed. No large scale R&D
effort in education had existed to produce the management experience needed.

Failure to systematically train staff members for maximum effectiveness and
lack of management techniques.

Laeck of experience in management of R&D operations has hampered effective
implementation of innovative projects.

My major impression of the edueational R&D effort is its fragmentation.
There seem to be great numbers of individnal efforts, ench devoted to some
very small problem or question; each pursued in great detail ; each purporting
to have examined precedence or experiences. It seems to me that effective man-
agement and planning of R&D efforts could reduce this vast duplicative and
repetitive operation and release resources into more productive, still undeveloped
areas of inquiry.

Among the more cogent comments regarding obstacles made by
those who are not members of center or laboratory staffs are these:

I think we may overplay the notion of the resistance of educational personnel
to innovation. We have also underestimated the magnitude of R&D hoth ‘in com-
plexity and the nature of the setting in which it should go forward. We might go
further in the future if we conld link sources of ideas more productively with
private sector R&D know-how and resources.

The greatest obstacle is the lack of an effective system or model for translat-
ing R&D outcomes into practice. It is not enough to “develop” and “disseminate”
according to current models. For example. good as the ERIC system is. how can
one expect a school principal, say, to find in it what he can use, or know how
to nse it? The model I would envisage would incorporate some system for bring-
ing R&D outcomes (as appropriately packaged and developed) into the princi-
pal’s office, or into the classrooms of teacher training institutions.

Many fragmented approaches with R&D funds being widely dispersed without
any overall conception of the emphasis or iutegrated approach that should he
taken. Giving out small smus to thousands of individual professors and re-
searchers certainly does not lend to an integrated R&D effort. T would much
mther see a limited number of well-financed attacks on well-defined problems,
Tplementation has to take place through the independent action of 27,000 school
districts. Most of these are unwilling to change traditionnl ways or are caught
up in the polities of trying to satisfy very diverse constituencies who genevally
donot understand or seek change based on research results.

A severe shortage of good administrators who understand the R&D process,
but in addition, there are limited numbers of individuals who feel sufficiently
committed to devote the time and energy needed to operationalize needed innova-
tions (one big problem is, of course, the inappropriate kind of reward structures
used in some centers.)

The pattern of supplying more funds than can be adequately used early in a
new program and then decreasing funds for the program has. I believe. created
serious problems in many research and development prograns. Often as the
programs mature and develop concrete plans, funds available to implement those
plans are decreased and R&D personnel have to spend too much of their valuable
psychic energy and time in defending their past performance and making a case
for increased funds. Programs which are funded early in new R&D efforts often
recei ve more support than those which may be conceptualized more adequately but
which may be funded at a later date. Thus, programs which are more thoroughly
conceptnalized and planned may have no prospect of receiving an adequate
bndget. which is commensurate with their plans, while early-bird proposals,
which may have been very poorly conceptualized, may receive more budget than
is warranted. given the competing proposals which come along later.

There has been an abundance of personnel trained in classical research method-
ology. hnt certainly a major shortage of personnel trained to perform roles such
as evaluation, development, and diffusion.
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On the one hand, practitioners look for simple, instant, infallible answers to
complex problems which may leave no solution. On the other hand. researchers
continue to be almost unaware of the process by which educational decisions
are made, Misunderstanding of roles and differences of expectations create mis-
trust, confusion and frustration among those who must work closely together
for effective R&D operations.

The tools for educational research are both inadequate as systems analysis
instruments and also as diagnostic instruments. Their scaling techniques are
thirty years behind the current knowledge. Researchers also need to know how
to work in the school environment. They come equipped with laboratory tech-
niques when they need more general abilities in the area of the art of the
application.

Funding of educational research is inadequate in at least three ways: (1)
disproportionate reliance on federal sources, direct and state-administered; (2)
inopportune timing of funding decisions, often precluding adequate planning,
staffing and implementation of well designed programs and evaluations; (3)
ridiculously low portion (.319) of the total education budget—compared with
industry (3%), health (5%), and national defense (10%). Concerning inade-
quate funding, the reduction of proposed budgets below what was really needed
and the late awarding of federal grants have hampered project implementation.
Opportunities to staff projects with the most capable personnel and valuable
lead time in project development have been lost because of reduced budgets and
late funding.

Lack of concern with the whole social context in which education goes on,
and domination of research by psychologists interested in the psychology of
learning—a minor field according to which to improve the schools. (Social moti-
vation ; self-confidence, hope—these are far more important than schedules of
reinforcement.)

STFEPS TO INCREASE EFFECTIVENESS

Table III reveals the percentages of respondents in each group
rating each of the seven checklist items as either crucial or important
to increased effectiveness. The last item on the checklist was “better
understanding of the nature of educational R&D by ———.” This
blank was filled in by many respondents with such terms as all “fund-
ing agencies,” “consumers,” and “educational practitioners.” Respond-
ents using a phrase such as “the entire educational community” or the
equivalent numbered 37; better understanding by the Congress was
called for specifically by 17 respondents; better understanding by
HEW and OE or funding agencies by 15; better understanding by
the general public by 11; and better understanding by university and
college personnel by 5. .

One respondent took the blank to refer to the meras of increas-
ing understanding and wrote, “Better understanding of the nature of
educational R&D by encouraging a number of outstanding univer-
sites to devote extended time to intellectualizing the entire R&D
process.”

il
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A number of respondents add one. and sometimes two items whiech
they consider crucial to the increased effectiveness of educational re-
search and development. Among the new items areseveral with regard
to national management or funding:

Management and funding that enables better continuity in plan-

ning by R&D organizations.

Redirection of major Federal funding emphasis from frenetic
innovations and political-social gambits toward a massive inter-
institutional attack on the vast ignorance within which the educa-
tional enterprise is characteristically conducted.

Establishment of the National Institute of Education or some
similar agency.

Grreater responsibility on the part of the TFederal Government
for placing prodnets and knowledge in the hands of users.

Active support from UUSOE for implementing proven prodnets
of R&D operations.

Overt support for building a national system for edncational
development while retaining political decentralization.

Better arrangements for national support of educational R&D.

Long-range plans for predicted needs as well as for short-term
needs. ‘

Other new items relate primarily to the operations of the centers
and laboratories:

Adoption of rigorous performance standards by R&D opera-
tions as well as by monitoring agencies.

Greater involvement in changing attitudes of local superin-
tendents, School Board members, and principals.

A better model or system for on-site development and demon-
stration of R&D outcomes.

Utilization of methods of dissemination via established vehicles.

More and better cooperation among R&D agencies and indi-
vidunals. »

Greater opportunitics and support for dissemination, installa-
tion, and quality control techniques.

Early involvement in R&D processes of commercial publish-
ers.

Tighter control on testing of products in the field.

Continuity and consistency in carrying through with plans -
augurated.

Among the more cogent comments in the free responses of respond-
ents to the question regarding the steps most vital to the increased
effectiveness of educational research and development are several hear-
ing on national management:

Good national management mder a well led NIE wonld be good in part because
it wonld stimulate greater R&D group autonomy. The latter is needed in order to
fulfill the standards of programmatic integrity. continnity, organizational evolu-
tion. and the ramification of experience into invention and knowledge. Better
national management is needed in order to prevent trifling surveillance, con-
stant revisionism. but ulso to harness and correlate ¢fforts, Both require a sig-
nificant increase in Federal support.

Rotter arrangement for national planning and implementation of R&D. per-
haps the idea of the National Institute of Edueation will do this.

The most important steps as I see them at this juncture are:

(1) A better and stabler definition from the national standpoint of the

key cdueative problems and issues that need major R&D effort—the present
definition is ad hoc, shifting and shallow.
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(2) A major, continuing (5-10 year) commitmment to the institutions and
agencies in which the granting ageney has faith—with more thoroungl.
continning review and-evaluation procedures that help rather than hinder
the worlk.

(3) A wide sharing of those policies, procedures, and programs of cduca-
tional R&D that clearly work.

Congress shonld ngree to a set of edueational priorities and to a specific mini-
mum level of support for work on them. OE (or whatever) should invite und
support a limited number of contractors to specify two to four of the most 1noin-
ising alternative approaches to solving these problems. Dependent upon the
characer of the approaches, existing R&D resources should be informed regard-
ing the problems and the alternatives, and be invited to state why they would
like to work upon oue or more of those problems and what resonrces they have.
(I think some consideration should be given to nsing federnl support for build-
ing resources in regions of high populations but low R&D resources.) An appro-
priate number of those centers or universities shonld be selected and supported
to develop compreliensive program proposals. A limited number shonld be selected.
then those cenfers should be assnred of minimal support for a five to ten year
period for a concerted, continning effort,

It is important to have increased Federal support (the states or loeal agoncies
eannot do it), but even more important to be able to plan a live of attack and stick
with it with the persistence needed to solve the basic problems. Better under-
standings of the processes will help ereate more appropriate fnding, ovalnation,
and management of R&ED as well as make for more realistic expectations of the
resnlts—especinlly timing,

The provision of adequate support and anfonomy for agencics to pursue long-
range, systematic problem-solving efforts. When the agencies are constantly
concerned about the need to look good and productive in next year’s site visit,
they can be deterred from the crneinl, diffienlt. and often lack-luster complex
problems. Edneational problems which have existed for so long in onr imer city
sehools must be solved and we must expond whatever time and resources are
required to solve these problems. We must provide those who would take on
this diflicult responsibility with the freedom to fail often and thereby to reject
solution strategies whieh may merit testing but ultimately need to be rejected. I
think progress can come only throngh the testing and rejecting of false hypotheses.
R&D agencies must be free to perforn such vital hypothesis testing.

The development of comprehensive long-range plaus for aational R&D efforts
in edneation with: (a) more limited and sequenced ohjectives; (D) specifiention
of the scope of activities and responsibilities of each of the public and private
agencies and institutions involved so that efforts are not overlapping and results
are more likely to be cumulative; and (c) involvement of representatives of insti-
tutions and agencies in (b) in the decisions.

Move as rapidly as possible to get NIE established and operating with the
labs and centers playing a major role in the programmatie R&ED offorts to he
directed by that organization.

Uniform and specifie eritoria for evaluation of laboratories are sorely needed.
Regardless of level of funding, a basis for planning and criteria for laboratory
self-nssessment are not optimally provided for on a one-year-only basis. Also an
fmportant deterrent to optimum planning and execution is the fiscal year basis
which does not mateh the academie year. IMeld action research must follow the
academic year,

Other comments deal with diffussion or implementation:

A major. omitted linkage is the diffusion and dissemination of the produncts
of research and development into edueationn] uses and adeqnate feedhack from
these operntional uses. The Dprocesses of change are far nore complex than the
pwrchase and installation of produets; rvesenrch and development nmst focus
on these processes as well as produets,

A more direct relationship between R&D operntions and public schools as a
whole [is needed]. Also an inereased involvement in R&D or people who have a
strong background in school operutions management. aud teaching.,

Most teachers and administrators do not have the faintest iden of what eduea-
tional R&D is. USOE should establish a list of proven edueational produets and
imiovations and take active steps to enconrage their use by schools. For example,
this list conld be distributed to Title I project officers, Title III directovs, EDP

project directors, ete.
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If research and development activities in edvcation are to achieve maximum
impact in improving learning experiences for pupils, then teachers, principals,
and others must be helped to understand th:: nature of research and development
and must be induced to apply (or field test) the latest research findings dis-
seinated to them.

Educational R&D seriously needs more credibility at the classroom level.
Relatively untrained to know what to expect of R&D, the classroom teacher
does not see it as supportive. Much of what the teacher sees as R&D effort may,
in fact, be threatening rather than supportive or helpful. At best its products
are likely to mean another round of “in-service” activity, much of which appears
tlisjointed and capricious to the teacher.

Provide for upgrading research producing and consuming skills of all publie
school personnel by (a) encouraging an R&D orientation in pre-service training
and (b) offering research and related in-service credit courses on a continuing,
possibly mandatory, basis. ,

The important ingredient lacking in increasing the effectiveness of educational
R&D is the attention to implementation. Somehow researchers tend to think their
responsibility ends when an article is published ; in fact, it has bavrely begun. For
the research to be socially justified it should have impact on the real problems and
there is a great need for a class of professionals which is devoted to the transla-
tion of research into action at the school level.

Develop a design for nationwide research, with replication, calculated to over-
come, insofar as possible, the above-documented lack of knowledge through co-
operation of public schools, universities, governmental agencies, and other sectors
as appropriate.

LESSONS LEARNED FROM R&D EXPFRIENCE

The question as to what are the most valuable lessons learned from
our experience up to this time with research and development in edu-
cation brought reinforcement of themes sounded in response to earlier
questions. For example, one chief state school ofticer notes that you
cannot conduct a comprehensive program in R&D without adequate
human and physical resources, and another says that the training pro-
grams have not been adequate to produce sufficient number of quali-
fied R&D personnel.

A center director reports the need for awareness that many critical
problems of public education in America can be solved through R&D
but only through a massive long term effort, and adds that “the rapid
turnover in OE personnel and the many changes in OE program objec-
tives do not permit the orderly growth of R and D effort.” Similarly
a laboratory director speaks of

The difficulty of conducting long range programmatic R&D work under the
following conditions: demands for immediate results, instability of personnel in
OFE, suspicion of educational R&D from the Administration and the Congress,
lack of coordination of effort within OE, inadequate funds and short term -and
uncertnin funding. :

Other respondents add some new notes as in the case of the center
director who lists seven lessons that have been learnzd:

1. The state of the art as applied to education is in its infuncy despite the
many examples of productivity emanating from labs and centers. The. effort
must be sustained over ¢ period of time in order that the development in educa-

tion enn become established.
2. There must be a consistent and persistent drive toward “programmed”

&D. .

3. Consistent funding is needed if D is to be stressed equally with R.

4, To expect instant change in educational practices is futile. In many areas
there is an inevitable gap between research and change. On the other hand,

research cannot be effective without continued efforts at dissemination and

development.
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3. The centers and labs are capable of putting products to use in only a small
segment of the fleld. A national effort toward further dissemination of improved
practices is needed.

6. There is a need for great understanding and capability on the part of OL
personnel. They must be well-grounded both in educational practices and in the
deciston-making process in schools and colleges.

7. Allowance must be made for certain research programs to become “basic”
in nature with the realization that knowledge is essential before applied research
can profitably be undertaken.

A laboratory director believes that:

Educational R&D can generate and diffuse partinl solutions to great local and
national problems inherent in conventional educational practice. It can do this
without power plays and intrusion upon the rights and powers of local, state or
federal authorities—but nlso without cooptation of R&D by these authorities. We
have learned that the linits on conventional educational wisdom are far more
profound than we ever expected and that this longstanding human institution has
only begun to come nabreast of the humanistic, let alone the scientific revolutions of
the 18th and 19th centuries. These limits can be expanded, we have learned,
through the application of R&D tradition.

But, another director concedes that :

We have failed to convince the Executive branch and Congress that adequately
funded and properly condueted edneational R&D promises the greatest long-term
return on the Federal investment of any investment the Federal Government
could make in education ; yet, we are convinced this is true. We have learned also
thnt the insecurities bred by year-to-year funding and the repeated phaseouts of
laboratories and lnboratory programs make healthy institution building an almost
impossibility.

A laboratory program director thinks:

T.abs and centers may in the long run contribhute more to educational practice
improvement throngh providing models of HOW rather than specific products.
R&D takes time: it requires trained, experienced personnel; it is politienl—It
must relate to value problems, misconceptions and misperceptions of funding
agencies. practitioners. ete. Wdueational development. dissemination and utiliza-
tion are primative, ineficient, often ineffective. We must learn to apply R&D
to our own practice of R&D. R&D requires more planning and hard headed
evaluation and management,

Another sumsup as follows:

R&D organizations are jnst beginning to find out that collaboration among
state departments. universities, and loeal school systems is essential to the de-
velopment of an educational product. and that early meaningful involvement in
the development cyele is necessary if the product is to be accepted in the educa-
tional community. Organizations which operate on one-year contracts have diffi-
enity in attracting and retaining qualified staff, and in gaining respect of estah-
lished educational institutions which the R&D organizations are trying to
influence. Development of a product is not the “end” of R&D—the product must
be sold and the development process should coutribute to this sale. The latter
pracess is also costly.

Additional ideas appear in the following excerpts from longer state-
ments in replies from other respondents:

Local, regional and national interests can be jointly served with judicious
selection of R&D efforts.

I think we have to be careful that we do not promise what we are not sure of
producing and that we do things so well they will have a far reaching effect
on the education of children. .

Significant educational innovation may not result in a climate which en-
courages haste nt the expense of careful long-term planning, execution, evalua-
tion, refinement. installation, and dissemination. '

Bducational R&D must concern itself with the learning-teaching process; to
a lesser extent with material products.

The delivery system to the educational community should be tied in with
existing delivery systems for maximum utilization and effectiveness of results.
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The goals of a partienlar institution have to be carefully defined, be manage-
able, and he the foens of the commxtment of an adeqante mass of human
resonrces.

Improvement comes in small steps, not sudden enres;. evﬂluntlon of the
influence of changes must be of a long-term nature; and the methodology of
science is perfectly appropriate for educational research and development.

Theorists must learn to write English if they are to develop a rhetoric enpable
of changing the practices of practitioners.

We must provide those who would take on this difficnlt responsibility with
the freedom to fail often and thereby to reject solution strategxes wlnch may
merit testing but nltimately need to be rejected.

Building an effective research organization requires a long time and large
money commitments to bnild and train staft. to develop effective relationships
with university and school staffs for cooperative endeavors, and to conduct
research and field test results.

More cost-effective products are more likely to be developed in the action
setting of public schools. R&D institutions shoul@ utilize the resources of the
edueational industry in order to facilitate the widespread installation and
adoption of new products.

Longitudinal studies must be undertaken if cause and effect relationships are
to be established.

Edueational research has not yet been directed toward bns1c determminants
of individual differences in aptltndes and achievements or toward school orga-
nization and procedures.

The fragmented current character of R&D has led to fragmented, local, and
uncoordinated efforts to apply the results.

TLack of an effective incentive for labs and centers to collnbornte leads to
thiplieation of efforts and dilution of impact.

We must continue to draw R&D talents from outside the educational estab-
lishment and indnce these people to let R serve D, rather than vice versa.

The true significance of programmatic R&D enunot be realized until the pro-
grams move outside the honndaries of single institutions and their satellites.
When the labs, centers. colleges of edueation, and school districts can get together
and take the nnique contvibutions of each to bnild a program, then we will realize
the kinds of innovations we need,

Closer working relationships with commercial publishers must be worked ont
carly in the development sequence if R&ED products are to be picked up and dis-
seminated widely.

R&D is not a simple process which can be successfolly accomplished throngh
the nse of linear approaches. It is a complex process which demands constant
adaptation to emerging cirenmstanees, Data npon which R&D decisionsg may he
hased is eonstantly expanding, however. As more is known, there will be less
neeessity for trial and error approaches and more opportunity for incereasing the
effectiveness of planning and operational processes.

Research and development are only the first two steps in the process. Without:
resonrcees for dissemination or without commitments of chief state school officers
mplication of development processes remains limited and largely restricted to
the pilot distriets or sitnations where the development activity occurred.

MATJOR WEAKNESSES AND STRENGTHUS

The final question on the inquiry form was: What is yonr general
assessment of the major strengths and weaknesses of educational re-
search and development at the present. time? In response, & number
of respondents note weaknesses such as poor provisions for dissemina-
tion and implementation, (which appears agnin and again in differ-
ent forms) ; inadequate national planning, fundmg, va,lnatlon, and
coordination (also a frequent entry); nndequate stafling, manage-
ment, and evaluation by the several organizations (mpeated in various
forms) ; misconceptions of nature and requirements of R&D: and
soveral others which also appear in the earlier section on obstncles
to effectiveness. The following comments are cited either because of
their cogency or because they scem to expose weaknesses not gen-

erally r(.cowm?ed _.
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The pressure for quick results and the desire to “get in the act” have caused
a proliferation of superticial activities in the name of researel, and the results
have been of little consequence to schooling for many of these and faith in re-
seirel has been damaged.

Ifailure to identify and mobilize available human resources in the universities,
colleges, and stute agencies and failure to mobilize the profit making publishers
and othiers in the final production and marketing of R&D prototypes.

Lack of follow-through, lack of thoroughness, too much reliance upon old, in-
appropriate models from other fields—not enough creation of appropriate edu-
cational models, the tendency for everyone to expect initial results and to be disil-
lusioned when they don't immediately materialize.

Ovoer-promising in the complex area of changing the rate of learning is irre-
spousible and has deterred adequate funding.

Generally, R&D institutions such as regional laboratories lack capability to
develop a total learning sys=temn that is more cost-effective than a traditional
progran,

Limited pereeption of R&D personnel regarding installation of products and
processes ; inadequate attention to the need for adapting products and processes
to serve better the unique needs of target schools and/or populations and to in-
crease the variety of uses which mny be made of products.

Somehow R&D has never captured the trust of the publie, and the government
reflects the lack of public trust through erratic funding patterns and an ahmost
fli:t expenditure over the past several years.

Overwhelming tendeney to make emergent R&D resources a political vehicle,
whether for the White Iouse, HEW, state educational departments, local dis-
trict superintendents, or for the interest groups within the several professions
scrving edueation.

The tendency to select sure-bet, non-controversial, ultimately trivial develop-
nmiental objectives, as against the challenge of serious problem solving, in order
to secure socinl and political desirability. This tendency springs from a weakness
within educators and social scientists, as most of then are conditioned by career-
ist cultural influences and few are drawn from high-risk settings. The tendency
is reinforced by cynieal pessimism and by pressures stemming from political
pressuves.

The bulk of the effort is going into the attainment of cognitive objectives de-
spite the recognition of the centrality of those affective considerations which
infiuence cognitive goal attainment.

. It is poorly conceptunlized, especially at the “interfaces” of R&D, development
to. utilization, and evaluation to all phases, methods and techniques are ineflicient,
more time is needed to build experience, train personnel, ete.

The major strengths which respondents cite resemble closely the
comments they offer on achievements. This was anticipated, but it was
hoped that some new thoughts might be evoked by the final query.

'This proved to be the case as several of the following comments of
R and D personnel indicate :

[A mnjor strength is] the gradual narrowing of the focus of educational R & D

‘to the systematic use of seientific knowledge directed toward the production of

useful materials, devices, systems or methods, including design and development
of prototypes and processes to improve education.

The strength is the assimilation of talents presently coming into being through
the B & D floundering of the past few years. R & D organizations are beglnning
to be heard as an independent voice in-educational decision making, and are com-
ing to be respected by other edueational institutions.

Even more significant, perhaps, are these comments by.three city
school administrators:

A better defined vole of educational R & D in the total educational enterprise
is emerging, ¥Yurthermore, thiere is more support of R & D now by Boards of
Sduceation. schiool staffs, and the taxpayer.

Heightened awareness of the discipline, orientation, present and potentinl -

contributions of edneational researcli, brondly defined, to upgrade the entire
cdueational program quality from teacher/Pupil interaction through system-
wide information management. .

Increasing awareness by educators of the need for systema tic evaluation and
assessment as accountability, however defined, continues to be emphasized.
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Greater emphasis on performance objectives and individualized instruction, re-
quiring educational personnel to examine specific behaviors of individuals and
groups and to modify lessons and curriculum according to results of these sys-
tematic observations. Dynamic evaluation systems have been designed as integral
components of educational systems rather than appendages thereto.

The comments of five scholars who are close observers of educational
research and development are likewise revealing:

[Strength is in] R&D capabilities which have been established in several centers
and labs around the nation. These agencies have developed in many cases strong
staff and a backlog of experience in the conduct of R&D efforts. They have access
to the resources of universities and other agencies, but have gained a good deal
of autonomy in terms of being able to pursue programmatic thrusts.

For the first time there have been opened enough educational research career
possibilities to begin to encourage bright yonng people to prepare for and enter
upon educational research careers.

The most far-renching achievement seems to me to be that the components of
an R&D system are being formned (centers, labs, ERIC), and that it is now reason-
able to forecast the probable emergence of a national system of education to re-
place the present non-system.

Research, experimentation. evaluation, and to a slight degree field testing are
much better understood within the educational profession than was true 10-15
vears ago. This is necessary for support and progress in educational research.
There are beginning to be some materials, programs and organizations that
actually are modifying practice on a signifieant basis which have evolved from
the educational research programs.

Rexearch and development activities, as they have been conducted in labora-
tories, centers, and Title 111 projects, have stimulated many persons and grovps
to hecome very concerned about how the change process can be accelerated to
produce efficient and effective results for education, thus improvement of both
theory and techniques to facilitate educational change processes. The use of
these processes is now beginning to show tangible results such as IPI, the per-
sonalized approach to education as found in the Texas R&D center, and increased
knowledge of decision making -and innovation process as found in the R&D
center in Oregon.

The major contribution of the recent focus on R&D has been to improve con-
siderably self-study at the institutional level. I sense that school systems are
very much concerned with better definition of problem areas, with the con-
sideration of alternative strategies, and with new approaches to evaluation
Much of this focus comes from the work of R&D organizations.

ADDED COMMENTS

A recheck was made to discover any opinions not adequately repre-
sented. These views are reported below, together with comments from
replies which arrived too late for inclusion in the earlier sections of
Part II.

To present a view at variance with the emphasis given by most of
the respondents to development, dissemination, and implementation,
major excerpts are quoted below from a long letter from a distin-
guished education researcher who felt that the inquiry form did not
offer sufficient opportunity for what he wished tosay :

. . . the chief purpose of educational research and its major achievement
(when there is any) is that the results add to our understanding of some proc-
esses or phenomena relevant to education—a category that does not seem to
be included among the possible achievements of educational R&D.

. . . 1 suppose the most fruitful research in educntion drings into question
or alters the common sense on which we act without question in regard to the
socialization and education of our children. . . . )

. . . Now, the purpose of research has been to put these certainties [such as
the belief that the gifted are queer, the infant’s world is a buzzing confusion,
etc.] to the test, and the achievement has been that we do not today believe in
the doctrine of formal discipline. we do not today believe that intellectual
giftedness entails social and physical queerness, we do not today believe that
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infants cannot make perceptual distinctions and must be let alone, and so on
and so on. The practical results have been changes tn school curriculum, changes
in educational provisions for gifted students, changes in child care centers and
in due course in infant education. In short, ideas have consequences, and the
function of educational research is to provide the ideas that will have educa-
tional consequences in speeding up educational innovation, improving evaluation
techniques. altering instructional systems, ete.

Baut I think that I must point that almost none of the consequential research
to which I refer began with these categories and purposes in mind.

. The chief obstacle to the effectiveness of educational research . . . is
the skepticism of educational personnel and of educational researchers them-
selves regarding the value of research, and particiularly of basic research for
the improvement of education. . . .

What needs to be done to increase the effectiveness of educational research
is implicit in my preceding comments. There are of course many things that
suggest themselves, not the least of which in my opiuion is greater cooperation
and communication between the Washington research community and the
academic research community.

I suppose if I could do one thing and only one thing to improve the 1ot of ve-
search in cducation it would be to establish coufidence in the power of ideas
derived from systematic inquiry. .

A contrasting view is stated succmctly by a leading advocate of edu-
cational deve]opment

I think we should have learned by this time that our present educational R&D
practices are relatively ineffective. We need much greater management and in-
tegration of research into larger projects having a relatively long life cycle. The
research organization must not only be concerned with research but- must have
a respousibility for development and implementation. Indeed, it is questioned
whether research is the most important aspect. I would almost reverse the em-
phasis with immplementation being the most important, development next and
research, while vital, still being the smallest component.

The latter opinion is partially echoed by a professor who is active
in both research and development :

The major obstacle, as I see it, has been the lack of a system through which a
purposive invention or better and more useful educational products and practices
can be accomplished. One might go one step farther back in the cause chain and
point (;gt that a “myth of self-sufficiency” has been attached to our decentralized
un-system.

And asystems ana] yst goes a step further and says:

It would seem desirable to chart the entire educational process so that all those
involved both centrally and peripherally, can see the relative positionings and
fnteratcions of the various flements, steps, processes and functions. This charting
would permit identification of obvious gaps and duplications, would provide bet-
- ter systemization of the educational process, and most of all, would suggest
where emphasis may need to be changed from time to time. Such capability
would tie in with the objectives of establishing NIE and should become routine
procedures instead of reaction to public clamor.

A late reply from a State department of education is explicit regard-
ing the need for differentiation of tasks among types of agencies and
coordination of effort :

The ————— Department of Education has considerable difficulty in fnitiat-
ing extensive R&D programs on its own. Its better placed emphasis would be to
concentrate on the demonstration and diffusion of already developed products.
However, this implies a much greater coordination than currently exists between
state departments of education, laboratories, R&D centers, the U.S. Office of
Hduecation, ete., ete.

The greateqt wenknesses of R&D in the U.S. are that no overall planning or co-
ordination exists and a great deal of wasted effort is the probable result. The
greatest strength is that R&D seemingly is gaining favor among legislators and
the general citizenry, particularly as frustration with the present operation of
our schools increases.
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A somewhat different view of coordination appears in the state-
ment of a city superintendent of schools:

The Iack of any mechanisin to coordinate, channel, or set priorities for edu-
cational R&D will emerge as a major weakness when funds are available.
Present and past efforts in educational R&D do not sufficiently support and
supplement one another. They do not add up to a comprehensive program but
rather make up a fragmented and disjointed effort.

The need for commitment to a process of improvement at all Jevels
is stressed by a chief state school officer in a delayed reply:

"The base of involvement must be increased if the goal is to use the product
and in the end create a climate where continual renewal is possible, Just buying
a product provides no security beyond that act. For involvement in the years
ahead requires n commitment to the process. Every school district should
have from 3—35 per cent of its budget assigned to this function so local boards
sce this us one of their rightful functions (nlso state departments but at a much
higher level.) We still look at R&D as done by one group apart froni the user.
It wmust become a part of ench organization if it is to become effective over the
long range.

One former school and university administrator calls for attention
to the higher aims of education :

Current obsession with achievement testing, particularly as reflected in per-
formance contracting, may be driving us toward defining the aims of education
in trivial terms. Can’t we involve philosophers who can begin the reformations
and transformations necessary to attract attention to grander aims for educa-
tion than increasing pupil performance on a reading or arithmetic test?

Several respondents testify to important gains from the application
of R&D to education, but few are as explicit as the director of long-
range planning and cievelopment for a large city school system:

Among large urban schiool systems (Council of the Great City School which
includes 30 per cent of the school population) the traditional role of research
departments is being revised to include such technieal support functions as (1)
research and evaluation of programs and projects, (2) long-range and operations
planning of programs and projects, (3) design and implementation ot comput-
erized educational planning and management information systems, and (4) the
development and application to programs and projects techniques of systems
thinking and cost-effectiveness analysis. ’

A city school superintendent from a different city makes the follow-
ing plea for greater investment in research and development:

Increased federal assistance to alleviate the worsening crisis in educational
program funding at all levels is inevitable. The quest for maximumn effect with
minimum outlay suggests tha: R&D should rate a high priority in access to
such funds for the explicit purpose of helping to clarify goals and systematically
exploring and evaluating alternative strategies for their attainment, Earmarked
state and local funds would evidence similar commitment at those levels and
would encourage investigation of more circumsecribed—as distinguished from na-
tional—interests.

In passing, it may be noted that the late retwrns bring the responses
to 70 per cent of all addressed, and 83 per cent of all other than local
education authorities. The additional returns reflect much the same
views expressed in earlier returns. The foregoing analysis of the re-
sponses to the inquiry reflects as accurately as possible the views of
respondents without the injection of this writer’s biases. The tabula-
tion of the three checklists tells its own story; and the selection of
comments is a wide one which encompasses every major pqmt macde
by more than one respondent, and practically every point made
strongly by even one respondent. This writer's generalizations and
inferences are set forth in Part ITI.
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III. CoNCLUSIONS AND INFERENCES

Anyone who threads his way thwough the opinions expressed in Part
II of this paper will be aware of the diversity of views held by those
who are “on the scene” observers of educational research and develop-
ment operations; but lie will note also a striking convergence on cer-
tain points which are summarized below in outline form:

AREAS O AGREEMENT

1. In attempting to apply systematic, large-scale research and devel-
opment processes to education, we started at near zero capacity with
respect to—

() tested models or theovies for producing planned change in
an enterprise as complex, tradition-bound, and fragmented as
edueation ;

(5) knowledge in validated, veadily available, form to guide
specifications of objectives and processes ;

(¢) ubility to plan a complex of interielated activities leading
from recognition of a need through all the steps requived to satisfy
the need:

(d) persons adequately trained and/or experienced in the ap-
plication of systematic problem-solving and solution-testing proc-
esses to education ;

(¢) managerial capability for organizing, directing, and co-
ordinating teams of specialists engaged in complex tasks of design
and development ;

(f) proven strategies for involvement of multiple edueational
agencies and concerned persons in planming, adaptation, and use
of new approaches and facilities; and

(7) consensus on the results achievable and conditions essen-
tial for successful operation.

2. In the last seven years, and more clearly in the last five, significant
progress has been macde in

(@) the development of sets of integrated materials, facilities,
and procedures for achievement of specified educational
objectives:

() the elaboration and eflective use of sets of processes and
strategies with demonstrated power for producing planned
changes in education ; ’

(¢) the development, of a small number of persons who have a
good understanding of the requirements for effective application
of research and development to education and a command of in-
terpersonal and other skills essential to good managenme:nt of
R and D operations:

(d) the preparation, lavgely through first-hand experience, of a
considerable nuinber of persons with the understandines and skills
requisite to specialized aspects of R and D such as program de-
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sign, product development, systems analysis, evaluation, installa-

tion of innovative systems or products, and maintenance of con-
ditions for continumng adjustments and improvements; and

(e¢) the concentration of substantial staff and other resources.

for rescarch and development in several organizations which are

alrendy malking important contributions to the improvement of’

education. ) . )
3. Among additional measures which are required to obtain the full

benefits from the application of research and development processes.

to cducation are—
(@) better provisions for noiivnal planning and management;
(bg oreater attention to the building of inter-agency relation-
ships for the installation, evaluation, and continuing improve-
ment of the products of research and development;

(¢) commitment on a stable, long-term basis of resources es-

sential to effective functioning of a number of strong organizations.

of proven capability and the establishment of additional organiza-
tions asrequired by unmet needs;

(d) the stepping up of provisions to increase understanding of
educational research and development with special reference to-
how various educational operations may contribute to and share-
in the benefits; and :

(e) improved provisions for the training of educational per-
sonnel for the several complementary roles required for produc-
tive research, development, and implementation.

If the premises set forth in the preceding outline are accepted, the:
following conclusions seem justiﬁeg: First, the comparatively modest
investiment in educational research and development in the sixties is.

yielding good returns. Second, the capabilities developed, and their:

potential for future contributions to education, are more important.
than the products presently ready for use. Third, it is now possible-
to discern additional steps which {mld the prospect of making educa-
tional research and development yield large ang continuing gains for-
the improvement of education for all individuals in owr society.

"A LOOK BACKWARD

‘When the research and development operations, established under-
Federal grant in the sixties, began to show signs of developing power,.
I thought at last we may be approaching the point when we can incor-
porate into education sets of need-identifying, problem-solving, and.
error-rectifying Frocesses which will enable us not only to choose more
wisely among alternative strategies, technologies, and facilities for
learning but, even more important, to feed back into the system the-
effects of operations so that both incremental and reconstructive
changes may be made. My hoges were based on the belief that the new
institutions for research and
and processes lackin%in earlier attempts to reform education, includ-
m% those with which I was identified.

n the early decades of this century there were many creative think-
ers and innovators in American education who influenced my thinking
as a teacher and school principal. I tried out many ideas stimulated.
by reports of the Horace Mann-Lincoln School at Columbia, the Uni-
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versity of Chicago Laboratory schools, and pioneering school districts
such as Winnetka, Illinois and Gary, Indiana. I discovered that inno-
vation was enlivening both to me and to others involved as students;
teachers, and parents; but I found also that the new solutions to teach-
ing and learning often revealed deficiencies when the gloss of novelty
wore off. I began to look without notable success for means of remedly-
ing the defects and building on the strengths that seemed to have the
possibility of producing destred effects.  _ .

For a long time I have been haunted by linked concepts of life-long
learning and environments perpetually responsive to the emerﬁing.
needs for learning of individuals in human societies. Many people have
based hopes for the attainment of these idealson a proacﬁes as dispar-

ate as Rousseau’s return to nature and Norbert Wiener’s cybernetic or
self-correcting system. Three of my predecessors as chairman of the
Department of Iducation at the University of Chicago advocated well
defined stra.t:aFies of educational reform which they expounded with

great vigor: John Dewey pinned his hopes largely on the elaboration
and application of theory tv be worked out and tested in laboratory-
like school situations; Charles Hubbard Judd, true to his rigorous
psychological orientation, believed that education could become a
science growing in understanding and power through experimental
research; and Ralph W, Tyler emﬂhagized comprehensive approaclies
to the evaluation of changes in behavior and a curriculum systemati-
cally designed to achieve desired objectives. I began to look for means
of tying these threadstogether.,

In an article appearing in the Phi Delta Kappan, February 1970, I
concluded that support for the desirable tendencies observed in the
operations of the stronger centersand laboratories would accelerate the
production of tested systems for the facilitation of learning and for
the revitalization of educational operations. I went on to predict that
under favorable conditions state education depmtments and thousands
of colleges and school systems might become active partners in R and
D o;l)erations by pinpointing poorly met needs, providing ideas for
development, participating in experimental try-outs of prototypes and
partially developed systems, promoting installation and use of prod-
ucts, and feeding back data for product refinement. And I concluded
that “these new research and development organizations promise to
supply essential ingredients for continuous improvement of education 3
and that their efforts, in concert with other agencies—old and new—can
help to build mechanisms for need identification, problem solving, and
Institutional regeneration into every Yarb of our educational enter-
prise.” Subsequent events have strengthened my faith in that conclu-
sion.

In the final sections of the report, I shall attempt to summarize m
conclusions with respect to (1) persisting impediments to effective
and D operations in education, (2) steps toward incre:sed produc-
tivity and power, and (8) present and prospective contributions to
educational iinprovement.

TERSISTING IMPLDIMENTS

Deficiencies in national planning, management, support, and evalu-
ation are a continuing impediment to realization of the full potential
of educational R and D. These shortcomings spring largely from the
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failure to place educationnl vesearch and development in chargeof an
adeqnately funded agency at a level inthe government hierarchy com-
parable to the National Science Foundation or the National Institnte
of ITcalth. The Office of Education staff administering the program has
strnggled diligently to respond to criticisms (both informed and nnin-
formed) of the new organizations and to support the more eflective
operations within the limits of available resonrces; but has had little
power to influence policy. Uncertainties regarding national policy,
frequent changes in personnel in FIEW and the Office of Edueation,
short-range funding, burdensome reporting and review  processes
often have proved frustrating to even the most strongly led and eapa-
bly stafled centers and lnboratories.

Another impediment has been a serions shortage of specinlized
personnel who know how to apply systems approaches and other
analvtical and decision making processes to the development of in-
strictional materinls, training of personnel, and other clements re-
quired for sigificantly improved performance in edueation. Many of
tho curricnlum development programs are handicapped also by a
shortage of highly qualified specialists from the behavioral sciences
and from the disciplines which provide the content and methodology
of instruction, Creative writers, artists, media specinlists, and many
kinds of* technicians are likewise in short supply.

The lnck of specialized personnel is compomnded by a shortage of
the managerial ability required to build productive taslk forces or
work teams and to allocate essential developmental tasks anmong the
severnl groups. Some centers and laborntories exhibit pronounced
strength in stafl development, stafl’ utilization. and evaluation of stafl
performance; but others have not known how to tap likely sourees of
needed persoinel or have failed to exercise good judgment in the sclec-
tion of those employed. The provisions for on-the-job training and
development are not yet adequate in many centers and laboratories.
Tn some cuses, management has not been skillfnl enough to utilize
fully the talents of those employed so that some individuals of poten-
tinlly high productivity are under-employed and others are over-
employed to the point of frenctic activity. Poor staff development and
statl’ utilization tends to appear in oreanizations with an over supply
of adiministrators. nccustomed to system-maintaining vather than sys-
tem-changing operations, who are able to make little substantive con-
tribution to the tasks they are supervising, Poor staff inanagement is
reflected also in the lack of specialized competencies requisito to task
completion, However, it is my impression that even the weaker of the
present educational R and I organizations ure more tightly and com-
vetently managed than a majority of state and loeal education agen-
cies. and far more so than nearly all colleges and universities.

Otlier continning impediments arise simply from the low state of
the science, technology, and arts on which educational research and
development depend. Resulting inadequacies in strategies and tech-
niques of evaluation and diffuston hinder sound development, effective
use of })roducts, and continuing improvement m response to evalmtion
and ot her feedback from nsers.
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CORRECTIVY: MEASURES

To strengthen edneational R and I and realize its potential, the
most important step is establishment of a national agency able (1) to
spotlight wrgent. needs for edneation in our society, (2) to set in
niotion appropriate activities for meeting the needs, and (3) to con-
tribnte to strategic alloeation of the crucial resonrces. A properly
established and funded national agency with authority to commit
funds for a number of years, and protect the requisite independence
of contractors and grantees, could contribute enormously to well
planned, ably stafted, an¢ systematic efforts to solve crncial problems
and increase effective application of knowledge and teclmolqg‘y to
education. The general purpose of the National Institute for Kduca-
tion wonld he to improve opportunities for education for all members
of American society through systematic research and development.
Among the functions to be performed are the following: o

1. To provide a continning assessment of needs for edncation In
American soéiety, and the extent to which these needs are being met
for individuals in differing sitnations, especially for those whose
opportunities for learning and other achievements are restricted by
poverty, social prejndice, or other environmental factors.

2, To anulyze and evalnate the institutions, enviromments, and prac-
tices which nre operating to facilitate or impede the meeting of the
edueational needs identified. i R

3. To enlighten poliey decisions by focusing public opinion, the at-
tention of the PPresident. the Congress, and State and local ofticers and
legislative bodies, on emerging or unmet needs for edneation and the
measnres appropriate to meeting the needs,

4. To establish priorvities. and reorder priorities as changing condi-
tions required. for resenrch and development activities. experimental
programs. and intensive programs directed toward specified objectives.

b, ‘To support research and development for the creation of facil-
Hative learning enviromments, both within and outside the formal
agencies of education,

6. To promote the revitalization and reconstrnetion of educational
institntions and the improvement. of practices in edncation through
contiming evaluation and support for the contimiing refineimment of
procedires and products,

7. To evaluate the cffectiveness of operations and the contributions—
realized and anticipated—from various forms of grants and contracts
and from varions types and combinations of activities and approaches.

An institution so conceived and provided with adequate stafl and
funding can move quickly to remove or reduce other impediments. Its
best. chance of doing this wonld be not. so much by prodncing a grand
national design or plan as by providing basic information which would
lead to better decisions by administrators and legislative Lodies. hoth
Federal and state, and create the conditions for effective planning and
operation of a plurality of agencies.

It i8 desirable that long-range and detailed planning of objectives,
strategics, and orgnnization of the new agency go forward through the
efforts of key staff members after the establishment of the agency,

36




32

although the functions to be served and the resources required for
effective performance should be visualized as clearly as possible in
advance.

It is my view that an appropriation of not less than half a billion
dollars is needed for propitious launching of the Institute and its
support for the first two years. Substantial inecrements will be re-
quired in 1978, and larger amounts in each subsequent year, to sup-
port the more promising of the already initinted programs through
the expensive stages of ficld testing, subsequent revision, and arrange-
ments for widespread diffusion. Ample provision should be made in
the first year of the Institute for the salaries of the director and other
key stafl members, and initiation of activitics to discharge the first
two functions deseribed above. A major part of the need assessment,
and evaluative studies may be performed through teams of highly
qualified persons employed on a part-time or full-time basis for a year
or longer while on leave from their own organization. To take full
advantage of the capability already developed and go forward with
the measures necessary to obtain optimum benefits from educational
research and development will require increnses in funding of approxi-
mately 50 per cent each year until the annual expenditure passes the
billion dollar mark. It is important that the new agency have the
resources and the authority to make commitments for snpport of or-
ganizations and projects for periods of up to five years.

One of the respondents quoted on page 34 of this report, com-
menting on the need for the development of systems for ({clivery or
diffusion of prodncts notes that “the processes of change are far
more complex than the purchase and installation of products” und
concludes that there must be a focns on the processes of diffusion, .An-
other respondent. quoted on page 40 expresses the view that without
commitments and active cooperation of chief state school oflicers, the
application of development processes will remain “limited and largely
restricted to the pilot districts or situations where the development
activity occurred.” I revert to these comments to reinforce the con-
clusion that better ways are needed to make diffusion a rewnrding ac-
tivity for state education officials. To accomplish this, it is important
that state departments of education be invollved in the identification
of needs for education in their respective states and in planning the
strategies to meet. these needs. As development. proceeds, state depart-
ment officers can also play an important role in pilot. and field tests so
that. when the product is ready for widespread diffusion, they may
assure themselves that it actually will contribute to improvements in
the practice of education. The creation of these conditions is the joint
responsibility of the nationa! management of research and develop-
ment and the several research and development. organizations,

A related point, not mentioned by any of the respondents, has come
under my observation. It concerms the creation of conditions which
will recogmize contributions to the refinement of products and their
uses as well as to the invention and development of a new rroduct.
Presently, a laboratory or center appears minch more likely to be
funded for origination of a novel set of products or processes than
for modifications that improve their,performance. As long as this situ-
ation continues, competition among the organizations funded by the
Federal government will continue to take the form of seeking to put
their “trademarks” on their own particular innovations to the neglect
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-of efforts to combine already available materials and technologies with
uew elements. The remedy lies in the establishment by the National
agency of Dettor bases for decisions regarding funding of continning
operations and new proposals.

CONTRIBUTIONS T'0 EDUCATION

While diffusable products per s¢ probably are not the most signifi-
cant ontcome of edncational research and development, product de-
velopment is an essential activity from which other contributions flow
and gain their power, In the words of one respondent, “converting
edncational research into actionable, validated prodncts” is an im-
portant contribution of educational R and D. I shall not attempt to
catalogne the products or even to select those which are most note-
worthy; but I shall give some indication of the variety of products
now in use, or approaching readiness for use, by citing examples from
several categories.

Individualization of instruction has received the attention of sev-
eral of the organizations with results that give promise of trans-
forming this lﬁlx'nse from o rather empty slogan to an actuality in
increasing numbers of schools. One approach is the system known as
Individually Prescribed Instrction w]llich was designed by the Uni-
versity of Pittsburgh Center for Learning Research and Development,
and developed and diffused through the efforts of Research for Better
Schools. This system has gone through a number of revisions as result
of evalnation and other feedback and is now in use in thousands of
schools scattered throughont the United States. A radically different
and less tightly structured approach is that of Individually Guided
Education, now under development by the Wisconsin Research and
Development Center for Cognitive Learning. This approach utilizes
specinlly developed materials, but places heavy emphasis on the guid-
ance of instructional teams. Both systems appear to be achieving con-
sidorable success and are among the more widely known of the several
approaches to individualization now being developed by research and
development organizations.

Improvement of teacher education is the objectivo of several pro-

rams which have been developed and tested, and are now being used
m steadily enlarging numbers of pre-empfoyment and continuing
education programs. Among the better known of these are the Far
West Laboratory’s Minicourse or Alternative Instructional Models for
Improvement of Classroom Behavior. Based on earlier development of
Microteaching by the Stanford Center for Research and Development
in Teaching, the Minicourses are complete self-instructional packages
which individuuls employ to increase teaching skills. They are now
being distributed commercially ; and several thousand teachers in more
than one hundred fifty districts are now using skills developed with the
aid of the first Minicourse on “Effective Questioning.” A dozen other
Minicourses are at variousstages of development.

A quite different approach is represented by the Personalized
Teacher Education Program of the Research and Development Center
for Teacher Education at the University of Texas. The latter approach,
which is now attracting considerable attention, involves the personali-
zation as well as the individualization of tencher education. It provides
an assessiment of personal and professional concerns and uses counsel-
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ing as a means of helping the teacher or student teacher adapt his own
behaviors to the needs of learners. An anticipated ontcome for which
there is already some evidence is the humanization or personalization
of education for individuals of all ages. A third approach is that of the
Northwest Regional Edneation Laboratory which has a program for
Improving Teacher Competencies of thonsunds of teachers in the five
states of the region, through involvement of more than thirty colleges,
state departments of eduneation, and professional associations. Still
other approaches to teacher education arve illustrated by the Inner-
City Teacher Iiducation Program of the Mid-Continent Regional Edu-
cational Laboratory and by the staft development components which
area })nrt of all systems being developed by the Sonthwest Edneational
Development Laboratory and of most other laboratories. The centers
and laboratories have also contributed heavily to the models of teacher
eduention now being tried out under Oflice of Education funding.

Larly childhood education. is another activity in which labora-
tories and centers are heavily involved. The Southwest Regional
Laboratory at Los Angeles has spent five years developing, testing,
validating, and readying for commercial production n Kindergarten
Instructional Concepts and Beginning Reading Program. This pro-
eram has closely integrated components which inelnde, in addition
to the instructional system, an instrnctional support system, featunr-
ing individualized practice throngh tutoring and parent assistance
through instructional exercises and learning games. Tt also provides
training programs for each of the instructional and support systems.
Bids for commerecial production are now being received on this
program.

The Southwest ISducational Development Laboratory at Austin
has developed an Early Childhood Edneation Program specifically to
“meet. the needs of nrban and rural black and Mexican-American
pre-school children, ages two to five. This laboratory makes an effort
to include in the program all elements necessary to its snecess, snch
as teacher development and parent-community ivolvement. A se-
quential three year instmetional program for Mexican-American
children has been developed to cover visual, anditory. motor, Iuglish
langunge. and reasoning and problem-solving skills, Contracts arve
now being negotinted for extensive field testing of this program.

Other important contributions to Iarly Childhood Jdneation nre
being made by the National Program on Early Childhood Iidnea-
tion, coordinated by the Central Midwestern Regional Idneational
Laboratory, and by the Appalachia Eduneational Laboratory. There
are nnmerous other programs for pre-school and early clementary
vears which inelnde emphasis on reading and langnage development
and in many eases speeial provisions for the needs of the members
of groups disadvantaged by poverty. low social status, or language
problems. There arve also programs for the facilitation of learning
in mathematies, science, socinl edneation, and aestheties.

Improrement of edvcational organization and administration is
a major foens of two centers and one laboratorv. One of the better
mown produets in this area is the Multi-nnit School designed and
developed by the Wisconsin Center to facilitate effective team teach-
ing and coordination of tenms. throngh careful delineation of voles
and the training of principals and team leaders. Severnl hnndred
schools in Wisconsin and elsewhere have now adopted this form of
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organization, The Center for the Advanced Study of Idducational
Administration is contributing to the improvement of organization
and administration throngh its Strategies of Organizational Change
and other processes for n(Tn])ting organization and administration to
instructional needs. The Regional Idneational Laboratory for the
Carolinas and Virgina is developing Administrative and Organiza-
tional Systems and Idncational Improvement Systems for colleges
and universities. The ways in which the materials and provisions for
training of personnel have been worked out add important dimen-
sions to the older approaches to institutional study and improvement.
Some of the programs which have been deseribed are already in
extensive use and have proved themselves in o variety of situations;
and others nre just completing field testing and will shortly be vendy
for widespread adoption; and still others are undergoing extensive
revision as a prelude to field testing. All are being worked out with
great care to meet specified objectives under closely defined condi-
tions. There ave other programs of great diversity equally worthy
of mention, such as the Center for Urban Education's Citizen Pur-
ticipation Programs, the Southwestern Cooperative Tiducational
Laboratory's Communications Arts Package, and the Socinl Ac-
counts Program of the Jolns ITopkins University Center for Social
Ovganization of Schools. These and several others hold exciting
possibilities, but T do not have at hand evidence on their performance.
In the long run, the vefinement of rescarch, development, and im-
plementation. strategies is lilcely to asxume greater #fmportance than
the products now coming from. research and development organiza-
tion. 'The case was strongly put by one of the center directors in the
quotation at top of pnge 20 of this report, and it may be noted that
this director believes that these development, diffusion, and research
strategies “are now hecoming part of the accepted tools for ednen-
tional improvement thronghout the educational conmnunity.” Al-
though this statement may appear over-optimistic, it is reinforced
hy the director of planning and development for a large city school
system in his comments quoted on page 48 regnrding the effects on
urban school systems. It is also reinfoveed by the professor quoted
on page 43 who asserts that “research, experimentation, evaluation,
and to a slight degree ficld testing are much hetter understood within
the educational profession than was trne 10-15 years ago”
Another contribution. that may assume great importance in the
future ix @ modest beginning toward building of linkages which per-
mit each. type of educational agency to perform the functions for
which it is ?iest adapted, in collaboration with other agencies which
perform complementary functions. An illustration is the close rela-
tionship between Wisconsin State Department of Public Instimction
and the University of Wisconsin Center in the development. installa-
tion, and monitoring of the mnlti-unit schools, The State Department
has made important. contributions at all stages of development and
has assumed primary responsibility for diffusion. Under its spon-
sorship several hundred Wisconsin schools have adopted the multi-
unit organization after careful planning and staff training. Another
example is the close cooperation between the Texas Edncation Agency
and the Southwest Educational Development Laboratory in design-
ing and developing improved programs for migrant edncation: and
a third example is the Northwest Regionnl Laboratory’s extensive
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involvement of state departments of education, colleges, universities,
and professional organizations in its programs of teacher cducation.

Numerous examples may be found of close collaboration between
laboratories and centers, several of which have been cited previonsly.
While these examples are encournging, they also illustrate how far
we have to go in building a national system of mutually reinforcing
agencies which will inclnde not only the publicly governed agencies
but also commercial publishers and educational suppliers of many
kinds. These links, too, are now being forged.

Another type of contribution to tﬁe development of delivery sys-
tems is represented by the Far West Laboratory’s ALERT system
(Alternatives for Learning through Educational Research and Tech-
nology). The first product of this system is an Elementary Science
Information Unit which describes six new, relatively well doveloped
programs sunitable for science instruction in elementary schools. This
unit has alrendy been tried out by five hundred users and is now ready
for commorcial distribution, The intent of the ALERT system is to
help educational planners, administrators, teachers, and other decision
makers to understand and choose among the new processes and prod-
nets available to schools. This is a direct answer to the plea of the
respondent who bemoaned the “lack of an effective system for trans-
lating R&D outcomes into practice” and described the need for a “sys-
tem for bringing R&D ontcomes (ns appropriately packaged and de-
veloped) into the prineipal’s office, or into the classrooms of teacher
training institutions.”

T think that it may be said that the research and development orga-
nizations have already demonstrated that important improvements in
education can be brought about throngh the application of research
and developinent strategies and processes. The suceess of the first line
of prodncts is sufficient to assure widespread adoptions: and the pro-
vision for evaluation, while not yet good enongh, are sufficient to gen-
erate suceessive improvements in the prodnets, T anticipate nlso that
evaluation, application of performance eriteria, and cost-effectiveness
analysis will lead to successive products and systems which eliminate
weaknesses in the present products and ineorpovate new features which
make possible higher levels of performance and/or lower costs. New
needs will also be identified which will lead to new types of products
supplementing those already under development. YWhereas most of the
products now in nse are designed to operate within the constraints
imposed by present educational institutions and conventions, I antici-
pate that in the design and development of futnre products bolder
attempts will be made to hreak through the constraints and create o
new order of educational institutions. As nnderstanding of researeh
and development operations grows, more and more schools and colleges
will become experimental centers and join a continuing search for
better waysof identifving and imeeting needs for edneation.

These and related developments which ean be foreseen if the indi-
cated corrective measures are taken shonld produce over the next ten
years, and progressively thereafter, a series of accelerating, cunmla-
tive, and reconstructive changes to raise the level of educational
achievement for all members of the society. The changes will include
increased attention to ont-of-school environments and experiences. a
reexamination of present educational structures and the creation of a
variety of settings for individualized instruction, social process learn-
ing, and other imaginative alternatives to traditional practices.
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APPENDIX

ArpenDix A.—INQUIRY Fornt AND CovERING LETTER

SOUTILIWEST EDUCATIONAL DEVELOPMENT LABORATORY,
Austin, Tea.

DEAR : At the request of Congressman John Brademas, I have agreed
to prepare a paper as background material for the Select Subcommittee on Edu-
cation’s Study of the National Institute of Education. The working title sug-
gested by Congressman Brademas is Educational Rescarch and Development in
tho Siatics: A Mized Report Card.

I seck your help in making the paper recflect the experiences of those who
have been actively engaged in trying to make educational R&D as productive as
possible. Even though I know how heavy the demands on your time are, I hope
you will take the time to give your first-hand reactions to the attached check
list nnd to add any comments that occur to you.

The information you supply will be used in preparing the paper for the Select
Subconmmittee on Llducation, of which I shall be glad to send you a copy as soon
as it is ready. Subsequently, I hope to incorporate the substance of your ideas
in 2 more complete reexamination of educational R&D.

Sincerely yours,

FrANCIS S. CHASE.
Enclosures.

T0: IFrancis S. Chase,
Southwest IEducational Development Laboratory,
800 Brazos Street
Austin, Texas 78701

FROM: _—

DATE:

EDUCATIONAL RESEARCH AND DEVELOPMENT ORGANIZATIONS

Explanation.—Please—

1. check all items you consider immportant

2, add other items of equal or greater importance

8. double check the two or three you cousider crucial

4. add your comments,
1. What do you regard as the chief achievements of cducational R&D?
the speeding up of educational innovation.
the improvement of evaluative techniques.
the development of improved instructional systems.

T—coutrlbutlons to improved processcs of planning and problem-

solving.

the usc of systcins approaches and feedback loops.
—_ improved processes for institutional self-study and rcgeneration.
—_increased collaboration among educational agencies.

Com;nents :
I'lease return by March 8, 1071,
(37)
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To: Chase
From:
Eaplanation.—Please—
1. check all items you consider important
2. add other items of equal or greater importance
3. double check the two or three you consider crucinl
4, add your comments.

2. What have been the chief obstacles to effective operations?
meager knowledge of factors aflecting learning.
———Imdequacy of methodology in educational research.
resistance to change by educational personnel.
—_inndequate funding.
lack of experience in the managemnent of R&D operations.
——shortage of personnel specialized in R&D operations.
unrenlistic expectations of immediate results.
jealousy among educutionnl institutions.

Comments:
Please return by March 8, 1971.

To: Chase
From: _—
Erplanation.—I'lease—
1. check all items you consider important
2. add other itens of equal or greater iinportance
3. double check the two or three you consider erucial
4. add your comments.
3. What steps are most vital to the increased effectiveness of educntionnl re-
search and development ?
better arrangements for nationnl management of R&D.
hetter provisions for the evaluation of R&D performance.
closer control by Federal authorities on R&D operations.
—— n signifieant increase in Federal support.
hetter provistons for trnining R&ED personnel.
——_greater autonony for the several R&D organizations.
better understanding of the nature of educational R&D by.
Comments:
Please return by Marceh 8, 1971.

To: Chase
From:

4. What are the most valuable lessons to he learned from our experience up to
thix thne with recearch and development in education?

5. What is your genernl assessment of the major strengths and wenknesses of
edueational resenrch and development at the present time?

Please return by March 8, 1971.

Arrexpix B.—List or Persons Resronpineg To INQUIRY ox R. & D.

Abbhott, Max; Director, University of Oregon, Center for the Advanced Study of
Educationnl Administration. Eugene, Oregon.

Bailey, Stephen; Chairman, Policy Institute, Syracuse Research Corporation,
Syracuse. New York.

Baker, Janies F.; Assistant State Commissioner, Department of R. & D., Boston,
Massachusetts,

Barnes, Jarvis; Assistant Superintendent, Atlanta, Georgla.

Barton, Rogers; Director of Planning and R. & D.. Dallas, Texas.

Becker, James; Director. Research for Better Schools, Incorporated, Philndelphia,
Tennsylvania.

Bertram, Charles L. : Appalachia Educational Laboratory, Incorporated, Charles-
ton, West Virginia.

Bidwell, Charles: Department of Educntionnl Sociology, The University of Chi-
cago, Chiengo. Ilinois.

Blanehard, Robert: Superintendent of Schools, Portland, Oregon,
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Bloom, Benjamin ; Department of Education, The University of Chicago, Chicago,
Ilinois.

Borg, Walter ; ¥ar West Laboratory for Educational Research and Development,
Berkeley, California,

Brain, George B.; Dean, College of Education, The University of Washington,
Seattle, Washington.

Brewer, Anita; Southwest Edneational Development Laboratory, Austin, Texas.

Brown, George W.; Superintendent of Schools, Webster Groves, Missouri.

Brownell, Samuel M.; Yale University and the University of Connecticut.

Bush, Robert; Director, Stanford University Center for R, & D. in Teaching,
Palo Alto, California.

Carmichael, Benjamin; Director. Appalachia Educational Laboratory, Incorpo-
rated, Charleston, West Virginia,

Carroll, John B.; Psychologist, Edneational Testing Scrvice, 'rinceton, New
Jersey.

Carter, Lmmmor I.; Vice President, Systems Development Corporation, Santa
Monica, California.

Comner, II. T.; Assistant State Superintendent, North Carolina State Depart-
ment of IPublic Instrncetion, Raleigh, North Carolina,

Crowther, Jack; Superintendent of Schools, Los Angeles, California.

Cmmningham, Luvern; Dean, College of Education, The Ohio State University,
Colnmbus, Ohio.

Dayton, Mona; Social Sciences Division, Southumpton College, Southampton,
New York.

Dentler, Robert; Director, Center for Uriin Education, New York, New York.

Edgar, J. W.; State Commissioner of Education, Texas Edncation Agency,
Austin, Texas.

Essex, Martin; State Superintendent of I'ublic Instruction, Department of
Education, Columbus, Olio.

Yelder, Del; Department of Currvienlmn and Instraction, The University of
l-lonston, Houston, Texas.

Fish, Lawrence: Direstor, Northwest Regional Educational Laboratory, Port-
lnmd, Oregon.

Gage, N. L.; Director, Stanford University Center for R&D in Teaching, Palo
Alto, California.

Gotlzols,l J. W.; Department of Education, The University of Chicago, Chicago,
Illinois.

Giandrone, Angelo ; Superintendent of Schools, T'neoma, Washington,

Hannen, Lew W, ; Superintendent of Schools, Durliam, North Carolina,

Hansford, Byron W.; State Commissioner of Ldneation, Denver, Colorado.

Heathers, Glenn; Uni\ensm of Pittsburgh Learning Research and De\elop-
ment L’ontcr, Pittshurgh, Pennsylvania.

Henpphill, John ; Director, Far West Laboratory for ldueational Research and
Development, Berkeley, California.

Ili;i.'gimon, George; Southwest Fdueational Development Laboratory, Austin,
Texas,

Hilgard, Ernest R.; Department of Psychology, Stanford University, Palo Alto,
California.

Ilood, Paul; Far West Laboratory for Edueational Research and Development,
Bmkclv\ C.llll’ornlu

Hopkins, D\ erett 11, : Director, Regional Edncational Laboratory for the Caro-
linas and Virginia, Durhmn. North Carolina.

Howe, Harold 1I; Vice President, The Ford Foundation., New York, New York,

Inbert, Frank: De:m, College of Education, Texas A&M University, College
Station, Texas. '

James, H. Thomas: President, Spencer Foundation, Chicago, Illinois.

Klansmeier, IIerbert: Dhodur, Wisconsin Research and Development Center
for Cognitive Learning, Madison, Wisconsin.

I\(%lil:llik, l;nul G.; Mia-Continent Regional Edneational Laboratory, Kansas City,

ssour

Lamberth, B. L. : Superintendent of Schools, Norfolk, Virginia,

McCarty, Donald; Dean. Schoel of Education, The University of Wisconsin,
Madixon, Wise (msin

Medsker, Leland L. : Director, The University of Californin Center for R&ED in
Higher E(lncntion, Berkeley, Californin.
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Mink, Oscar; Regional Educational Laboratory for the Carolinas and Virginia,
Dmlmm, North Carolina.

Mitchell, James ; Associate State Superintendent, Iowa State School Agency, Des
M ohxes, Iowa.

Moeller, G. H.; Division of Evaluation and Research, St. Louis, Missouri.

Nedler, Slmrl Soutlm est I2ducational Development Laboratory, Austin, Texas.

‘Nefr, Franklin’; ; Institute for Comumunity Studies, Kansas City, Missouri.

LNlYon, L. C.,, Jr.; Director, Mid-Continent Regional Educational Laboratory,
Kansas City, Missouri.

-Olivero, James; Director, Southwestern Cooperative Educational Laboratory,
Albuquerque, New Mexico.

‘Otto, Wayne ; Wisconsin R&D Center for Cognitive Learning, Madison, Wisconsin.

‘Ovsiew, Leon; School of Bducation, Temple University, Philadelphia, Pennsyl-
vania.

Pedersen, George; Associate Director, Midwest, Administration Center, The
University of Chicago, Chicago, Illinois.

Pellegrin, Lionel ; Director, Division of Continuing Education, Louisiana State
University, Baton Rouge, Louisiana.

Phillips, A. Craig; State Superintendent of Schools, State Department of Educa-
tion, Raleigh, North Carolina.

Plucker, Orvin L.; Superintendent of Schools, State Department of Education,
Kansas City, Kansas.

Prasch, John; Superintendent of Schools, Lincoln, Nebraska.

Quilling, Mm'y, Wisconsin R&D Center for Cognitive Learning, Madison,
Wisconsin.

Randall, Robert; Southwest Educational Development Laboratory, Austin,
Texas.

Rath. Robert L.; Northwest Regional Educational Laboratory, Portland, Oregon.

Romberg, Thomas A.; Far West Laboratory for Educational Research and De-
velopment, Berkeley, California.

Rosenau, Fred S.; Far West Laboratory for Educational Research and De-
velopment, Berkeley, California.

Sn}lett, Stanley; Assistant State Commissioner of Education, Trenton, New

ersey.

Santee, Harold 1. ; Superintendent of Schools, Palo Alto, California.

Scanlon, Richard; Resenrchh for Better Schools, Incorporated, Philadelphia,
Pennsylvania,

Schooling, Herbert W.; Provost and Denn-of Faculties, University of Missouri at
Columbia, Columbia, Missouri.

Shedd, Mark; Superintendent of Scliools, Philadelphia, Pennsylvania.

Simon, Kenneth ; Northwest Regional Educational Laboratory, Portiand, Oregon.

Smith, Verna; Central Midwestern Regional Educational Laboratory, Incorpor-
ated, St. Ann, Missouri.

Snyder, Walter F.; Superintendent of Schools, Kanawha County School District,
Charleston, West Virginia.

Stufflebeam, Daniel L.; Director, Evaluation Ceuter, The Ohio State University,
Columbus, Ohilo.

Talbot, Walter D.; State Superintendent of Public Instruction, Utah State Edu-
cation Agency, Salt Lake City, Utal.

Underwood, Ben; Department of Psychology, \‘ortlmestern University, Evans-
ton, Illlnols.

Yandermeer, Abram W.; Dean, College of Dducatlon, Penn State University,
University Park, Pennsylvania.

Wallace, R, C.; Director, Eastern Regional Institute for Education, Syracuse,
New York.

Whittier, C. Taylor; State Commissioner of Education, Kansas State Education
Agency, Topeka, Ixnnsas

Wilkerson, Woodrow W.; State Superintendent of Schools, Virginia State Educa-
tion Agency, Richmond, Virginia.

Wilson, David; University of Texas R&D Center For Teacher Education, Austin,
Texas.

Yeager, John; The University of Pittsburgh, Learning Research and Develop-
ment Center, Pittsburgh, Pennsylvania.




CLASSROOM TEACHERS AND EDUCATIONAL SCHOLARS :
THE PROBLEM OF GETTING THEM TOGETHER*

By ALBERT H. YEE
UNIVERSITY OF WISCONSIN, MADISON

Pmofessional fields requiring academie level study and certification
10 pursue have at least two main types of workers. There are practi-
tioners carrying out what i< known and acceptable for ||mblic nse and
there are theorists and researchers who weork primarily to advance
knowledge and innovaticn. Both types of workers normally share a
commoa foundation of professional preparation. knowledge. and
methodology. With a theoretical-technieal jargon unfamiliar to the
layman, feedback is assumed to flow between shop and lab. It is
also assumed that the purposes and orientation of both levels relate
fairly well or at least do not conflict. Thus, there are practicing weath-
ermen. physicians. attorneys, flight engineers and pilots, computer
programers. ete. who relate professionally to meterorologists, medieal
researchers, legal specialists. acronautical designers, and electronic
engincers. respectively. who work mainly in nniversities.

Over-simplified as the above description may seem, it helps char-
acterize one great problem in \inerica’s educational system. that is,
the ek of relationship et ween the professicnal oriertations of class-
mom teachers and educational scholars aund their incompatibility.
This essay will attempt to show what the problem is, views of why it
existz. and how it might be eliminated.

A PIRSISTENT AMERICAN PROBLEM

The disparity between classroom teachers and educational scholars
ha= existed since the earliest development of education in America.
ong before the writing of the Constitution, two distinct and inde-
pendent educational systems had developed in colonial America—
one oriented to classical scholarship, social status, and leadership
and another directed to clementary edncation for the common peopie.

The eduecational contrast appears in period writings, such as by
Ralph Waldo Emerson. His bold essay of 1837, “The \American
Scholar,” asserted the validity of and need for Americans as
acholars, “Man thinking.” “free and brave,” extending from but inde-
pendent of European intellectual traditions. Emerson’s description of
tlie scholar’s educatien “by nature. by books, and by action™ and his
worthy duties seems to the modern reader as very {nigh-minded and
abstract. For Emerson, scholarship expressed the greatness that hu-
man reason and ackion can and should accomplish.

When Emerson discussed the theme of “education,” however, he
did not mention scholarship but focused instead apon the u;lwiliﬁ:ing
of all men, to make them “able, carnest, great-hearted men.” Discuss-
*{A chapter in Allen, D. (Ed) Cnﬂirorc'rns;& gdwmﬂoﬁ. Philadelphia : W. B. Saunders,
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ing the work of teachers at length, Emerson deseribed teaching not
in terms of what knowledge shonld e tanght, lmt how it shonld Iw
conducted. Emphasizing the virtues of lmmor, inderstanding, char-
acter-bnildimz. and aceeptanee of individnal ditferences. merson
implied that primary teaching was a tene feminine pursnit, He sug-

sstexd that teachers “cherish motherwit™ and try to “smagzie in a

ittle contraband wit, faney, imagination, thonght.™ He was coneer ned
that teachers not be so inflexible with elassroom rules and onder thst
they maintain a “wilitary™ settinge chameteristic of masculine leader-
ship. Thus, there is the elear implieation that teaching voungsters
s feminine and socio-emotional and scholmxhip is masculine and
mteilectnal,

Eover sinee the historie “Oid Deluder Satan \et™ of 1617 begiming
Ameriea’s wosten of publie edneation communitics have had pmblems
finding willing and qualified teachers for their yonth, Richard 1lof-
stadter ( 1966, p. 316) wiote that early \merican communities “settled
for what (teachers) they conid get and what they got was a high pro-
portion of misfits and incompetents.” Washington Irving’s Ieahabod
Cratie probably wenld have been one of the better teachers of his day
if Le vally existed. Against the risks of male “meenls™ serving as
teacher. Tlofetadter saw that “what helped American edueation to
hreak out of the vicions cirele was .. . the graded primary school
and the ewmergence of the woman teacher.”

Development of the tax-supported Common School that Bamard,
Mann, Stowe, and others snecessfully fonght for before the 19th Cen-
tury was half ever expanded America’s public edueation eonsiderably
bt maznificd the dzfling prelleni. The solntion became the schoni-
maim. an_mwed lady usnally poorly educated herself who “kept™
sehool imtil she finally married. The teacher in Ameriea becamea figure
of respeet more for lier role than her professional competence and
selolarship. Almost every woman seeme:d to believe she eonld doas vooll
or better if she conld only endure the schaolmarm’s limited eompensa-
tini, routines, and social serutiny and restrictions. To a large extent,
tlhv image of the teacher as a quasi-pmfessional persists to the present
dav.

Professional training for teachers and licensing developed slowly
and was condneted in normal schonls withont association with scholars
and the academic world. \dolphe E. Mever. a historian speecializing in
Ameriean edneation deseribed normal selionls of the 1960°s as follows
“The plain truth is that among academicians the normal schon] was
considered worthy onlv of derision™ (1957, p. 206). Teacher education
was perfimctory preparation for teaching. providing by necessity basie
learnings as well as simple pedagngie skills and it is not surprising that
early teacher training appeared to have little positive influsnee over
classroom conditions,

Near the end of the 19th Century. Joseph Maver Rice. a pediatri-
cian turned edacational ernsader vmte the following: “Inded the
professional weakness of the Ymveriean tescher is the giratest sope
spat of the American selienls™ (1083 po 1), Fxtraondinanily com-
niie o ta the cance of many intelectmls of Lis dav to overame the
rieid el emtions! conditions of schaole Rice tool: Teave of hismedi-
b et oo to shudy the new “scdence of oduction™ in Farope for
tooo s, Roturning fo the Tnited States, lie studied elassrooms in
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36 major eities for six months, Patting his fndingsin a series of pub-
lishee! exsrys, Rice saw mneh to eriticize and little to praise: Imt the
low professional quality of teachers npset hin most of all. Without
adequate teaching training and celection and the nse of “seientifie
metheds”™ in sehools, WWice saw that “the oftice of teacher in the aver-
age Neriean sehool is perhaps the only one in the world that ean
be retained indefinitely in spite of the grossest negligenee and in-
competeney™ (1895, p. 15),

Similar‘to Emerson. Rice was most coneerned with howr teachers
tanght and handled ehildren instead of what subject matter knowl-
edire they provided.

’\-\'illinm James® classie work of 1899, 7alks fo Teachers on Peyehoas -
oay. lnstrates the differing orientations and emphases of seholar
who pmxie ediestional concerns to those of teachers who deal with
classroom rontines, In his preface, James expliined that after ac-
cepting the invitation of the Tlarvard Corporation to speak to vari-
ans grronrs of teachers on psyehology, he fonmed he had to modify his
pressptation:

1 bave fonnd by expericnce that what my hearers seem least to relish is
analstical technieality. and what they most care for is cnerete practieal a-
plication. 8o 1 have gradually weeded ont the former. and left the Iatter un-
twdneed : and. now that I have at last written out the lectures, they eontain 2
minimm of what is deemed “seientific” in psyehology, and are pmactical and
pymlar in the extreme (p. v).

With contrasting tvpesof sudents to instriet. objectives, eoamninity
support, training, and teaditons, it is no wonder that the orientations
and interests of nendemic sholars and elassroom teachers differed,
Enly seholars who contributed to the development of professional
edneation eame from diverse fields of study and bronght rich back-
gronds of knowledge and intellect that thev might have shared. Tt
is interesting to note that they did not regrard teachers as intelleetual
colleagzmes anel did not <eck to impo<e their orientation aud seholar-
ship upon them. The scholars seemed sati<fied in trving to gt teachers
to “relax.” and fosier nurturance, miderstanding, and warmth in their
teaching, efe. The ceholan’ gsimple level of diseonise to teachers is
suggestive of the quasi-professional teachers and sorry elassroom
icaching they fonnd in schools,

Recent studies of classroom teachers indieate that there has heen
little change in the contmst hetween the professional orientation of
classroom teachers and seholars. Present-day teachers have been fonmndd
to express little concern for edueational change and intellectnal 1as-
ters, Their main eonecerns ceent directed more to the here-and-now and
conerete vroblems of elassreom dvnamies. . W, Jackson (1968) char-
acterized the orientation of teachers in part by sayving they had a
“tenderminded world view.” which “idealized ehildren and was tinged
with a qnasi-mystical faith in hnman perfectahility.” Studying the
lingmace of tearhers, Jackeson wrote: “Lacking a technieal voeabulary,
skimming the intellectual enrface of the preblems they enconnter,
feneed n, as it were, hv the walls of their conerete experience, these
teachers hardlv Took 1ike the tvpe of people who chonld be allowed
to supervice the intellectual development of yonng childesn™ (p. 1IRY,

Tarlcon said that tenechers differ greatiy froim rescarchers and others
whn are orieateq to rationality, intellectual maodels, and edneational
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changre. But with the impersonal. formal, and institutionized nature
of schools and the complex nature of classrooms. Jackson asserted:
*Our present cadre of elementary school teachers, with all of their
intellectual fuzziness and sticky sentimentality, may be doing a job
better than would an army of human engineers™ ( lp 152). Jackson's
description of teachers and their classroom tasks, therefore, lead him
to an understanding of their difficult roles and pressires rather than
simple condemnation of their shorteomings, .\s schools are organized
and maintained today, the quality of teaching is severely limited and
rational models of teaching ‘nay be inappropriate. Thus, scholars and
teachers differ becanse their roles, functions, and expectations are
contradictory.

The continuing contrast between scholars and classroom teachers
1= Turther shown in studies of teachers’ perceptions of children's be-
havior. In 1928, F. K. Wickman pnhlis'ncd his classic report which
foune that teachers and mental health specialists disagreed consider-
ably in their views of children’s normal and abnormal behavior. Repli-
cating the general purpose of Wickman's work, Tolor. Searpetti and
Lane (1967) found that psychologists were more accepting and tol-
erant towand a greater variety of child behavior than teachers and
corsidered a wider range of hehavior as normal.

Beginning teachers were found to be less tolerant than experienced
teachers, and their differences were greater than between the psycholo-
gists and experienced teachers. Thus, teachers appear to develop more
modern and professional perceptions of child behavior through class-
roon experience hut remain distinet from the psychologists, In the
sense of understanding the nataral behavior of ehildren, the findings
for inexperienced teachers indieate that they are inadeqnately pre-
pared to assume fnll classroom  responsibilities. Since American
teachers teach an average of less than two years, the study by Tolor
et al. is one more indication that teacher preparation and general pro-
fessionalism in teaching nmist be impmvm?.

The specialties of theorists and researchers in professional educa-
tion vary considerably and represent all areas having some educational
relevance. ANl of which scems indicative of the wide importance of
edneational studies and their geeat growth, especially in the last two
decades. Many more scholars in fields of study other than education
contribute to educational scholarship today. especially in the develop-
ment. of new curricula and textbooks, With Sputnik’s impetus to the
improvement of science and mathematics learning through public
concern and federal funds, academic scholars inflnenced classroom
teaching within a few years with their development of the New
Curricula. With similar authoritative lielp from scholars in physics,
economics, biology. and other fields, new curricula and materials have
also been developed in those areas. Interestingly, the New Curricula
does not imply mnch change in teacher quality. One way to view them
is that they make it more diffienlt for ordinary teachers to make
errors and waste teaching time, i.c.. they tell the teacher exactly what
and how to teach, ITowever, whether the New Curricula provide gains
in learner achievement significantly greater than older resources re-
mains an open question and evalnation to date is contradictory.

The significant federal support of educational scholarship, which
emerged in 1954 when Congress passed the Cooperative Research Act,
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is largely responsible for the recent. advanees in the production and
quality of scholarship, In 1968, the federal government provided $2.3
billion dollars for research and development in cducation, which is
tiny compared to more than §78 billion spent for defense in 1969 and
the £6 billion the Space Program consnmed in 1966 alone, but great
indeed compared to past federal support.

Comparing the progress of edneational studies and implementation
before 1954 and today, we can only say that the difference is revolu-
tionary. Besides having greater financial support, researchers benefit
too from great technical advances in processing and analyzing data.
Educational scholarship is rapidly maturing, and the research com-
petence of those earning doctorntes in education is more seriously
developed than before, There scems to be no donbt that the progress of
educational scholarship will eontinue. However, there remains more
promise than fulfillment yet that the valne of such intellectual work
will influence e<lneation tremendously. At the present time, the quality
and quantity of research publieati.ms present a ter basis for pro-
gressive change. However, its_impact upon schools and classroom
teaching may not be perccived. All of such research progress has
ereated greater distance between educational scholars and classroom
teachers. The practitioners remain basically the same in relative pro-
fessional status and growth, despite the steady but slow improvement
of tencher preparation and teaching conditions, Unfortunately, re-
search and development in teacher education hac been the most lethar-
gicin educational scholarship.

As cducational scholarship proliferates, many facets of modern
schools do shaw signilicant improvement, from hmchioom facilities to
educational laws and textbooks. Relative to such change, however, it
cannot e said that there has been a corresponding change in teacher
quality. School organizations have not been improved to the point
where teacher quality will not be wasted. The schoolmarm character-
istics of the past. poorly prepared “keepers of school” lacking lasting
commitment to the teaching professions, and the one-teacher-one-recom
concept of school ormmization, shonld finally become as archaic as the
horse and bugey, vet many of such characteristics continue. What good
are all of the advanees ‘n schools if we do not significantly raise the
professional ealiber of teachers?

Teacher educatior was slowly developing as the Twenticth Century
began. By 1920, there were 50 teachers colleges and 200 in 1940. Today,
four years of study leading to a bachelor’s degree is normally the min-
imum requirement for teachers, and it is becoming more and more dif-
ficult to find a college or normal school strictly for teacher przparation.
Yet Amnerica’s 1.250 teacher education centers largely ignore their key
social responsibility of sup})lying schools with well-trained teachers.
Still oriented to quantity of output instead of quality, teacher educa-
tion suffers from inadequate research and development and inept,
contradictory programs.

The characteristics of teacher educators are changing much more
rapidly than the students entering teaching. Sllmﬁl] classroom ex-

perience alone qualified many teacher educators in the past, but more
teacher educators today have earned doctorates, The most prstigious

schools of education are producers of edueational scholarshéll‘) at&d
ey do

their professors resemble scholars in other fields far more than
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classroom teachers. The reverse was true not too long ago and vemains
so in siealler colleges. Ironically, many of the younger educational
scholars do not have much or any experience as classroom teachers in
schools and some carry guestionable pride in that fact. The stercotype
“Mickey Monse” professor of edueation is far less valid today than
that of the “Mickey Monse” student. but such a changre does not scem
to be advancing educational progress in the schools. The most ap-
parent effect of the difference in teacher edueation is that it has created
a greater gulf between practitioner and scholar.

Teacher candidates, especinlly thase preparing for elementary elass-
rone, il rank lower aeademiealls then most collewe students and
snrveys of national anples do not indieate much improvement over
time. Takine “Ed” conrses is «till perecived by many as o «ign of in-
telleetun! and scholastic weakness, ursning tescher preparvation is
justified by love of childdren, which shonld he hasie and asenimed, and
himited alternatives in career choices more often than for intellectual
and ereative motivations,

Working in continstine socinl systems alen ereates dictapee hefvween
edueational seholws and teacherss Serionsly concerned with the prog-
ress of school psycholoav, B R. MeCandless (1969Y identifie] the
profession’s major problem as being the role conflicts that frostrate
many school psvehologists. On one hanel. as <ocial seientists, <chool
psvehaolagists have been timined in a “macenliie”™ diseipline and aszo-
ciate themselves with seivitivie societiex. On the other hand, however,
procticing schoo! p=yehelngi-t< function in sehoole whien are fami-
nine” in «ocial orientation and do not offer them opportuaity £9 con-
dnet. researeh and development. The problem tends to divide academic
and practicing school psvehnlogists: the former is viewed as concen-
trating on “the growing edge of inmovative demonstration. service,
manipulation, and research.” while the practitioners are pereecived as
“being elinicizns and tire repair men. diagnosers and healers™ (p. 15).

MeCandless” disenssion earries importance for the broader issue of
this paper, ITic definition of social systems as masenline or feminine as
follows is especially noteworthy :

N masenline secial organization is task oriented, pragmatie. ruggedly anto-
nomons and independent, often impatient of human relations, full of initiative
and innovation and, despite and often in contradiction to its pragmatism, some-
times inc’ined to <top impatiently to ask. "Where are we going and what dee< it
mean:” A feminine social organization, however, stresses happiness, self-actual-
fzation, and “getting along all right.” It is sensitive to human relations and eon-
servative: it jenlonsly guards its statns qun, safety. and security, It is nur-
torant. obedient. and responsib’e. When its values are threatened. it is ex-
ceptionally antecratic (p. 15).

Mavaaret Mead's (1962) portrayal. “a distillate of American ideas
of the teacher.” presents the teacher as a woman “nrging. helping.
poking. scolding. enconraging those whose steps thongh lagging slow
to sehool, went storming ont to playving.” Considering the male teach-
ers. she wrote : “The man who teaches in grade school has to deal with
a self-classifieation of heing a ‘man teacher, thus tacitly acknowl-
edging that he isa male version of a role which is felt to be feminine™
(po. 206),

Putting it more negatively, Richard Hofstadter (19667 argued that
the overwhelming feminine character of American schonlz and the
emphasis upon life-adjustment in schools are clear signs of America’s
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anti-intellectualisin. Ie wrote: “The United States is the only coun-
tey in the Westernized world that has put its elementary edueation
ahnost. exclusively in the hands of women and its secondary eduea-
tion largely so . . .” (p. 320). Hofstadter made it clear that his point
}nn(l this writer agrees) is not the superiority of male teachers. In
net, although he did not say <o for males, he did say that women may
be preferred for certain levels, However, the fact that teaching is per-
ceived hy social seientists as a fewminine profession in Mmeriea and
does not. offer “men the stature of a fully legitimate male role.” in-
dieates the transient nature of teaching as a career and its less than
adequate professional development.

As a member of the aeademie world, today’s edueational scholar
is beginning to overeome or at least develop enongh self-respect to
ignore the suspicions of his academie colleagues that he and his field
are soft intelectually and lack depth. Tle has accomplished that prog-
ress in academe by winning seholarly depth. recognition, and rewanls
that seem ivivlevant to school practitioners, Directing his publications
and papers to other scholars, the educational scholar provides almost
10 direet feedback to the practitioner. Respectable ag it is becoming,
his most challenging and immovative work often scems too abstract,
esoteric, and imprmetical to teachers and sehosl administvators. Even
when he wtilizes school resonrvees for his research, the edueational
scholar typically expresses disdainfui regard for school practitioners
by being unmindful of any need to share his findings with those who
provided the data for his studies.

The most respected research jonrnals are often necessarily technieal
and not. direeted to teachers as consuniers, Their reports, which are
typically tentative and semuented. do not reach teachers except
throngh occasional digested summaries in praetitioner-oriented jonr-
nals and passing mention in edueation courses. Whet clearly epitomizes
the problem this paper is deseribing is the great contrast between the
journals edneational scholars (e.q.. American Edweational Rescarch
Journal) and these to which teachiers subseribe (e, The Instructfor).

What MeCandless said abont school psychologists and their role
conflicts is more or less true for all educational scholars. While the
social systems of schls may be characterized as feminine. the aca-
demic world is mascnline. Therefore. it appears that about the only
thing classroom teachers and edncational scholars have in eommon is
their general abstract concern for schools. Stemming from America’s
earliest days, the problem of contrasting orientation in educational
thinking and activities has little justification in an age when the prob-
lem of quantity and equality of edueation have largely been solved and
the concern of educational quality must be faced.

OVERCOMING TIIE PRORLEM

The great division between scholar and teacher hinders the progress
of eduecation. Its wth hecomes more alarming as time pasces. Be-
cause of their leadership mle and control of teacher education, ednea-
tional scholars nmst begin to overhiaul teacher preparation completely
and bnild appropriate training systems that they are supposed to know
how to develop best. Now that a surplus of teachers has appeared in
many parts of the country. there scems to be less reason to delay the
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revision of standards and envrienla as has heen done in the past with
the excuse that the problem of teacher shortages had priority. The sev-
eral snpport and the possibility of implementing several in the future
may ho the first roall steps toward up-lifting teacher gquality and
professionalism through teacher education.

More educational scholars mmst realize that their responsibility as
professional workers in edueation cannot be fulfilled entirely throngh
academie-leve! publications and activities. Their relationships to teach-
ers and schools must become more divect and real. which may material-
ize throngh recent developments to restructure the orgmization of
schools. The bluep. ints :mdl rationale for such improvements have been
proposed by educational scholars for over a decade now. In general.
the plans replace the outdated one-teacher-one-class arrangement with

rroups of teachers working together in instimictional teams that are
Fo:?by master teachers,

Far more enrricular and instrnetional alternatives hecome possible
in teams—teachers can contribinte their particular strength to JIO team
and help colleagues with their special competenee and needs, and teams
make it possible to work more flexibly with varied sized groups of
pupils. Restrneturing the school system in snch manner will make in-
structional planning and activities more objective and open for eval-
uation and innovation. Whether she was beginning or experienced. a
teacher’s self-contained classroom has heen her own roost and entering
it was an invasion of her privacy. Teams of teachers working closely
together with the same contingent of pupils foices them to conmmnini-
cate and systemize routines. In such settings. evalnation and public
serntiny conld become realistic, evervday practice.

As more schools reorganize to form more comples and meaningful

rmfossionn] units, new teaching roles and work relations will need to
e established. Tyro teachers will be able to gain greater experience
and professional training under the guidance and example of the
team’s experienced inembers. Aiso, the team will provide new vertical
leadership; each unit might be led by a master teacher who combines
practical experience as a successful teacher and doctoral-level studies.
It is not so far-fetched to think that such leaders would normally
attain doctorates someday. Their leadership role provides one way
to bridge the gap between practitioners and educational scholars.
While able teachers in the past have quit the classroom to find greater
responesibility, recognition, and salary as administrators and educa-
tional scholars, school teams could provide suflicient incentive and
purpose to keep d teachers in classrooms. Educational scholars at
the University of Wisconsin’s R and DD Center under the leadership
of Professor Herbert Klausmeier are conducting studies end imple-
menting a “multi-unit” design of scheool organization which rely
heavily upon the new roles of a “lead teacher.” Work such as theirs
shonld provide great futnre benefits for professional education.

Jackson (1968) justified the superficial intellectualism of teachers
in part by sayinﬁ at least the teachers helped youngsters overcome the
impersonal and dehumanizing nature of the present-day school organ-
ization. Also. he thought if teachers were keener, more perceptive, and
dissatisfied, they could not endure their work conditions, their profes-
stonal chortcomings, and the orginizational system.
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The concept of teaching teams provides a means of abolishing op-
pressive school organization and expanding opportunities to foster
cach pupils’ intellectual and emotional needs. Teaclers in snch nnits
shonld hiave greater independence from the total school organization
and freedom to create higher standards of professional thonght and
work themselves, .\t least team organization makes it more diflienit to
blame administrators and the organizational system. In traditionaliy
strnetnred schooals, the teacher and all other teachers in a school relate
asindependent agents toeach other and the principal. With evalnation
available in fellow team members and greater control of the instrue-
tional time. faciliticz, and dnties to be fnlfilled. teachers working in
teams wonld need to justify their work more thoronghly. Teachers
wonld have the time they lack today to plan and relate preparation to
actnal teaching. Sueh changes wonld not. work miracles, but. it wonld
be far more diftienlt for poor teaching to exeape notive and establishes
a mere eondneive sutting for professional growth,

With team organization. teaching conld hecome a more rational and
innovative process, and snelt a ehangre in orientation shonld gradually
bring scholars and teachers mors clesely together, Instead of maintain-
ing the statns quo, schools conld become prodncers as well as con-
sumers of research and developmient. Beeoming more rationally-ori-
ented and attempting to be more proficient is not to say, however,
that teaching wonld then become mechanical and formal. The effec-
tive aspects of teaching and learning should be retained, but the dif-
ference is they wonld become nieans as well as ends and balanced with
comitive concerns,

Educational scholars control teacher education, so they must begin
the revelutionary change. They also guide gradnate stndies and shionld
begin to make their ma<ter's degree programs more rigorous and mean-
ingful s many nmiversities have already done with doctoral stndies.
Almost every school hes at least one or two ontstanding teachers who
represent. the professional type this writer has had the pleasure to
know as a pupil and teacher. Such persons may be fonnd in spite of
the poor teacher training, graduate programs, and school conditions
that predominatetoday.

Edueational scholars and classroom teachers need to reorient them-
selves to the great responsibilities of education in the United States,
As Lavrence Cremin (1965) put it we need to develop a new kind of
edueational leader that can “spark a great pnblic dialogne about the
ends and means of edneation®™ (p. 117). Such a leader wonld he pre-
pared through studies in the behavioral sciences and the humanities of
education and wonld scem to combine many of the strengths charac-
teristics of top present-day edneational practitioners and scholars.
Now, if classroom teachers and edneational scholars continne to have
little in common and relate as rly as they do today, the greater
blame will be the edueational scholar's since he is responsible for the
preparation of edneational leaders. The high quality of medical educa-
tion, practice, and research in the United States originates from a
revolntionary overhanl of standards and curricula starting abont 1910.
It began when the extremely poor conditions of medical training,
which necessarily determined medical practice and scholarship were
realistically confronted. A similar revolution in teacher education is
long overdue.
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THE TRANSLATION OF EDUCATIONAL RESEARCH AND
DEVELOPMENT INTO ACTION

By ERNEST R. HILGARD

STANFORD UNIVERSITY

Edneation is a very large-seale enterprise, inclnding all of onr chil-
dven. all of their teachers. and '« large strueture of administrative
ofiicers. training and research institutions, plus a large investment in
edueational factlities and materials, This is commonplace knowledge.
but we need to learn how to make the whole process more efficient and
effective and sensitive to its social aims, The proposed National Tnsti-
tute of Education is an effort to achieve elarity, and the most carefnl
planning is required if it is to serve its intended purposes, This essay
represents some individual reflections on the problems of research in
edueation as a seientific and practieal problem. and some conjectures
about. public and private initiatives as they affect the proposed Na-
tional Institute of Edneation.

THE RESEARCH SPECTRUM FROM RBASIC THROUGH INNOVATIVE PRACTICE

There is a great. deal of artificiality in the distinetions that are made
between basie research, appfied research, development, and dissemina-
tion. but there are sonie realities underlying these distinetions, and the
pianners of the National Institute of Idnecation need to be aware of
them. The commonest. error is to assnme that applied research must
wait for basie rescarch; that there must be something to apply before
there ean be an applied science. The whole history of technology belies
this: applied progress in metallurgy, navigation. animal hnsbandry.
and many other ficlds has often been ahead of basic science. and this
is also true of education. This is not to deny the importance of basie
science. but when one talks about. a spectrnm it must not. e assumed
that traflic is all in one direction from basic to applicd: the feedbacks
ave complex. and practical inventions may have an important role in
advancing basic science.

The realities behind the distinetion between basic and applied
seience are of two general types, one logical and one social.

The 7ogical distinction is that between a science that is primarily
analytienl and explanatory, leading to general theories that are
parsimonions. elegeant. and of widescope (basic science), and ascience
that is essentially synthetic, leading to the design of instruments or
programs that serve practical ends (applied science). Either can be
good science by any criteria that are set forth ; but are interdependent.

The social distinction reflects a difference in the invoivement of the
investigator. Basic science tends to be self-initiated ; it is very flexible,
so that the investigator follows any lead that scems promising to him.

(51)
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Applied science tends to be “mission-oriented,” so that its tasks are
set to some extent by the management of the laboratory rather than
by the scientist himself. Time-pressures are different: basic science
moves at its own pace; applied science is in a race with time. The re-
wards are different. In terms of prestige, higher prestige is usually as-
sigmed to basic science. In terms of monetary reward, ﬁlcc reverse may
be trne in some instances: basic scientists write articles for journals,
usually without recompense; applied scientists may take out patents,
on which they may receive royalties.

Both the logical and social distinctions produce problems for fund-
ing agrencies, and the experiences of the Department of Defense, the
National Institute of Mental Health, and the National Science Foun-
dation provide relevant historical precedents that should be known asa
new Institute is planned. In the past, the pressure from prestigious
scientists has prodnced a drift toward the basic seience end of the spec-
trum, even in mission-oriented agencies. This will have to be guarded
against in the new Institute.

One serious problem that arises is how to apportion funds hetween
basic and applied research. Applied research can be studied in some
sort of cost-cifectiveness terms, but basic seience cannot be judged this
way becanse its results take so long to become social'y effective, and
there are no guarantees implied. Other students of the problem have
come to rule-of-thumb decisions, that some fraction of the total re-
search budget, say 20 percent, shonld he assigned to basic research,
after the total research budget has justified itself through cost-cffec-
tiveness estimates.! Some substnntia{ effort at basic research is essen-
tial for two reasons: (1) basic rescarch is the lifeblood of science, and
must be supported to keep work going at the frontiers of knowledge;
(2) basic research opportunities will at present attract very high-leve
talent, scientists who will continue to infuse into the apphed research
the new knowledge that comes through the informal network of com-
munication among the basic researchers.

To make more concrete the kinds of research that can be done in
education. the attached Table 1 lists seven types of research relatin
the psychology of learning to educational practices. The first six o
these move through the most basic to the most applied ; the seventh is
somewhat different, because it bears upon policy rather than upen
classroom teaching as such. If I were to interpret the obligations of
the National Institute of Education, I would suggest very limited in-
volvement in Type 1, for which potentials of relevance are obscure
somewhat more in Tvpe 2, a heavy involvement in bas.c research of
Type 2. a heavy involvement in applied research of Type 4, and con-
siderable attention to the further steps implied in Types 4 and 6. There
must be awareness that some projects must “test the limits” of in-
novative practice; these (s»crhaps belong in Type 7. If there is a clear
distribution of cffort and prestige along the spectrum with primary
obligations for technological and developmental research and for
poliey research, T believe that the ultimate aims can be achieved.

1 The proportlon of funds deslgnated as basie research In education In fiseal 1967 was 7
percent ; in behavioral and social seiences outside of edueation it was much higher, estl-
mated at 36 percent. See Hilganl. E. R. “The problem of R & D within behavioral and
«ocial selences.” Joarnal of Rescarch end Derelopment in Education, 1969, 2, Summer,

8748,
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THE RELATIONSUIP BETWEEN PPUBLIC INTEREST AND PRIVATE INTTIIATIVE

It is possible fpr the translation of cducational research inte prac-
tico to be furtheted by, or inhibited by, powerful groups outside the
educational research profession. The direction that the National In-
stitute of Iducation goes will necessarily have to take into account
various interests, including those in the private industrial sector.

In agriculture, health, and engincering, despite all that the Govern-
ment has done, there is n large private component, in part becanse of
profit possibilities. All sorts of research done through the Department
of Agriculture, the National Institutes of Health, the Department of
Defense, NASA, eventually gets marketed as products sold by the pri-
vate companies, hybrid corn, fertilizers, drugs, computers, telemetry
devices, Icueation, too, is a fairly large industry, but its relations are
somewhat different. The industrial contribution to education has been
in (a) school buildings and furniture, (b) textbooks and other teach-
ing aids, such as audiovisnal devices, maps, ete,, (¢) educational and
psychological tests, (d) innovative technology, as in programed ma-
terials and machines, computer assisted instruction, and (e) new man-
agerial attempts, such as voucher systems, performance contracts, cte.
Some industrial giants (IBM, Xerox, RCA, cte.) have entered the
field in late yeais.
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I believe that any new legislation will have to face seriously both the
invol rement of the private sector and the regulation of what is done.
T am not expert in these matters, but 1 sense that some of the following
questions must be faced early :

Sl) Who may hold the copyrights ‘m' patenits) on educational mate-
rials, programs, or instruments, developed on Fede al funds, but cap-
able of being sold at « profit £ The more etfective che translation of
research into practice, the more of these will arise.

(2) Is there any way in which licensing ov royalties hased on pro-
grams or produets might contribute to the cost of rescarch in the pub-
lic interest !

(3) Can some equivalent of a Burean of Standards be provided to
regrilate exeessive cliaims by those who produce educational material
or programs for sale to publie schools? This is a touehy business, but
evaluation is expensive, and eannot he assigned to loeal school systens.

Some instrnetive precedents doubtless exist, 'The Kduneational Test-
ing Serviee (Prineceton, Nol.) is a uonprofit corporation, but it sells
its services, such as the Gradnate Record Examination, and thus earns
some money for its own edueational research. "The texthooks developed
under the NSF program for improving instructional materials me
available for pnrchase throngh commercial publishers; I am unfa-
milinr with the royalt v arrangements,

Some of the practices of edueational publishers have in the past
acted as a detriment to edneational reform. Poor shorthand systems
have eaptured the market, and prevented better ones from being de-
veloped: the standaied typewriter kevboard is an anachronism which
seems invalnerable to the invoads of researeh, Spellers for elementary
sehools, designed forr 15 minutes o day devoted to spelling, put great
grreat pressure on schools to continue that practice, althongh it ishardly
the preferred way to teach spelling, The edneators - ho profit from the
publieation of edneational materials are often unwitting partners
to edueational backwarduess.

PRECEDENTS WITHIN EDUCATIONAL RESEARCLIHT AND DEVELOPMENT

It is very diflieult to learn from experience, despite onr epigrams
to the contrvy, We have now had severnl yeass of experience with
Edueational Researeh and Development Centers supported by the
Oiiice of Tuduention and with the Regional Taboratories, also OF sup-
ported. They are the first place to look in answer to some of the sub-
stantive questions raised in conneetion with a new National Institute
of Iiduneation. The R & D Ceuters, Inreely within nniversities, pre-
sumably earry their reseaveh to protoiypes, to so-called “hreadhonrd”
madels. Then the Regional Laboratories take these models and refine
theni, preparving t(-n:-rving aids and other materials so that the lindings
of the centers ean he translated into practice, There ave many jessons
to be learned from the creation of these Conters nud Laboratories (and
carlier ventures along similar lines supported by the Kellogg Founda-
tion). Two pointsz emerge very strongly: (1) it takes time to bnild a
sound organizations many of the Centers grew facter than their ca-
pacity toattract high-level personnel; (2) a client system that leads to
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the adoption of proposals designed on the Lasis of research findings is
also hard to develop, and requives skills that many investigators Inck.
A careful study of the impact. of research upon educational practice
turned ont rather negative, T'he study, condncted by the 1’olicy Insti-
tute of the Syracuse U niversity Research Corporation, conchided that
the products of educationnl research and development have thus far
had very little effect on educational policies and practices, at least as
perecceed by those ndministratively responsible, although throughont
there was a recognized need for moie R & D.2

I am not prepaved to aceept the findings of the Syracuse Survey as
decisive, a]t}wngh I am not questioning the competence of the research,
IFor one thing, there has not been enough time, For another thing, {
feel sure that teachers do things that administrative oflicers are un-
aware of. Were I to do a study, I would look for the best examples that
I could find, and would then try to derive some gniding generaliza-
tions from them,?

I feel strongly that the IEducation R & D Centers and Regional
Laboratories must not be allowed to fail, that the obvious criticisms
be used to improve them. They are, in fact, the first models that we
have of kinds of vesearch establishments proposed for other social
sciences.* Because the schools are more accessible to research influence
than most other public agencies, if we cannot modify them through
research, I do not see much hope in modifying regional governments,
tax structures, or law enforcement agencies, on the basis of research.

CONCLUSION

'I'he history of rescarch in edueation is such that too much must not
be expected in the way of immediate gains from it, ‘This is hard to say
for one who, like myself, is deeply committed to research. The way
aronnd this is not to abandon research, but to recognize that it needs to
be supplemented by innovative design, and by social inventiveness.

A simple way of putting it is this:

. 1% e can make immediate advances in the schools by doing more
wide Y what we alvendy know how to do, and what more successful
schools are already doing. This is a matter of social strategy rather than
of research in the ordinary sense.

(2) We should not be satisfied to do more widely what we now know
how to do, but we should seek for genuine “brenkthroughs,” stepwise
advances that will really put us ahead. Hero is where imaginative
research can come in, testing the limits of various proposals.

Research should not belong exclusively to trained scientific research-
ors. Many inventive practices are developed by teachers on the job, and
if teachers are to be asked to adopt research in their practice they ought
to contribute to both the research and the practice, and their contribu-
tions should be recognized.

2 Lindeman, J.. Balley, 8. K., Berke, J.S., and Naum, L. H. “Some Aspccts of BEducaticial
Rescarch and Development in the United Statcs—Report 6or OEOCD Review.” Syracuse,
N.Y.: Syracuse University Research Corporation, December, 1969,

3 The National Academy of Iducation is proposlgf a modest study along these lines to be
conducted in the snmmer of 1071 under the general title “An Examination of Problems of
Effective R & D in Education,” An Academy Assoclatoe will soon be appointed and supported
during the summer to conduct the study under m{vsu rvision.

¢ For example, the Institutes proposed in Natlonal Sclence Board-National Selence
Foundation. Knowledge Into Action: Inorcasing the Nation's Use of the Soocfal Sciences.
Washington, D.C.: NSB ¢0-3, 1009,
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An important aspect of research that is not at all incompatible with a
full recognition of the role of inventiveness and innovation is, of course,
evahuation, Too little attention has been paid to the ontcomes of what
appear to be desirable practices, in both their immediate and their
long time consequences. ‘T'he more attention we pay to outcomes in rela-
tion to purposes, the more quality control we can achieve. That is an

important aim of the R & D enterprise.
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MEETING THE MEASUREMENT NEEDS OF EDUCATION
By WILLIAM V. TURNBULL
EDUCATION AL ‘TESTING SERVICE

Although Charles Dickens is not my favorite author, I should like
to begin this paper by recalling to your mind those well-known lines
from .t L'alcof Two Cilies:

Bt wers the hest of times. it was thie worst of tlmes, It was the age of wisdom,
it wax the age of foollshmess, it was the cpoeh of beliel, It was the epoeh ot
neredulity ...

—Charles Dickens, 1859

If Dickens had not written those words more than 100 years ago,
someone would no doubt be coining them today. For we are living in a
time that combines the best with the worst, the wise with the foolish,
faith with skepticism. Perlinps this is part of the human condition.
ach generation (gap or no gap) tends to believe that its own era
represents tha most remarkable advances and the most threatening

wolilems of any time in history. And cach generation in its turn may
in fact be riglt.

My topic—“Meeting the Mensurement Needs of Education”—re-
minds me of Dickens’ words hecause both edueation and measurement
currently illustrate the parndox he huplied. Despite the aflluence of
our socicty, we have not provided eqnal educational opportunities for
all cur children. Despite onr success in providing examples of outstand-
ing cdueational programs and sophisticated measurement tecliniques,
we find them coexisting with substandard educational conditions and
primitive measurement methods.

In approaching the topic of education’s measurement needs, I should
like to put forward three propositions that mauy suggest a strategy for
meeting the needs, and then use specifie examples from two particular
areus of need to try to illustrate the more general points.

The first proposition may be introduced by recalling a famous scene.
When Gertrude Stein was on her deathbed, it is said, .\lice 3. Toklas
leaned toward her and whispered, “Gertrude, what is the answer?” To
which Gertrude Stein whispered faintly, “Alice, what is the question ?”

In some ways, educational measnrement has heen n collection of
partinl answers in search of plausibly related questions., We have had
n technology—u bag of tricks—and have looked to see where it ntight
be useful.

Those of us coneerned with educational weasurement have had no
monopoly, certainly, on this approach. ITow often, for instance, have
yon heard educators muttering about the mamfacturers of devices
of ali kinds from slide projectors to computers, tailored for use in a
seneral market or u business setting, and sold to schools without. modi-
fieation, The Fact that. these gadgets work tolerably well in the schoois
is the justification. The faet thiat they do not quite fit the speeitic
edncational need, we say, is unfortunate but cannot. be helped.

(38)
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In the early stuges of any technology. it is perhaps inevitable that
we will work front our solutions to our problems. It yon give a small
boy & hammer, he will find that a great many things need f)mm(lin;_r.
1 would propose that mensurement should have passed that stage.
Wo are now possessed of enongh techniques and principles to allow
us to turn with more conlidence to the important real-world educa-
tional problems and tackle them, inventing new methods where they
are needed to perform a satisfactory measurement function, 'This is
not to say that we have & complete array of answers, but rather to
propose that we have reached a stage at which we can and should
choose the questions for their intrinsic importance rather than for
their convenlence of it to the answers we have,

My second proposition is vather obvions and.T will not claborate
it, but will simply remind all of us that edueation’s measurement needs
in the decade of the seventies are, of course, a specinl subset of the
needs of education itself. They will he defined by the directions 1
which education moves, And education’s needs, in turn, reflect the
changing social order in which it is embedded. Edueation, along with
the socinl fubricof which it is a part, is undergoing wrenching changes
in the expectations held for it and in the pressures placed upon’ it.
The temper of the times is demanding, and the new requirements for
measurement ave exciting if not overwhelming,

My first two propositions, taken together. suggest that measurement
people have an opportunity and a responsibility to apply their knowl-
edge to the solution of major problems in edneation and, thereby:. in
the society at large, The importance of this moment in history is that
the knowledge and techniques available were never move sophisticated,
and the problems never more nrgent, Meeting the measurement needs
of education is not only a stimulating intellectual pursuit: it is also &
social imperative.

It follows, I believe, from what I have said that the developments
in measurement must be embedded in, and integral to, broad ap-
proaches to eflecting change in eduneation itself. This statement brings
me to my third proposition, which is that we cannot by ourselves bring
about. the needed now developments, T am not inany way denying the
importance of the new insights that will surely bo developed within
the discipline of educational measurement itself, My point is that most
of the important real-world problems we are being called on to tackle
will yield only to multi-faceted, multi-disciplinary attack. The prob-
lemns are not rooted in any one discipline but in society and the an-
swers will not be developed within a single discipline either. We who
are working in educational research are going to have to move on
education’s problems in concert with the sociologists, the mathemati-
cians, the lingnists, the demographers—not simply to apply what each
discipline can now bring to the problem, but to acquire new insights
and devise new techniques from the interactive process.

These three propositions nbout a strategy for the seventies need
to be examined in relation to some specific problems that are with us
now and surely will not diminish. I shall concentrate on just two very
lnrge ones. The first is in the venlm of assessment. Tlie second has to
do with education as it relates to the digpossessed—children in minor-
ity or poverty groups.
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I. \SSESSMENT

First, a few comments in the area of assessment. Each of us in his
own way has had occasion to be acutely aware of the skepticism with
which large segments of the public view the quality of education in
America. A list of the eategories into which the skeptics fall is fright-
ening in the extent to which it spans the total society, sliced in different
ways : intellectuals, poverty groups, radieals, liberals, students, legisla-
tors and taxpayers’ groups, to name just a few.

The main points to be made about this crescendo of discontent are
two. First, “quality” is in the eye of the beholder. We have made
minimal progress toward defining what we want from education—
or even the dimensions along which to set our target—and so we ean
hardly expect anything but confusion as to where we are and how
sutishied we are with our position. If we could state alternative targets
with some precision, we could engage in rational discourse about their
respective merits and demerits. As it is, all too frequently our debates
could be characterized asa semantic swamp.

Second, even if we conld define educational gonls specifically, and
agree on targets, we are not now able to measure how close wo are
coming to most of them. Beyond the very simplest objectives, we have
no good way tosettle thebets.

15 this assessment of our condition too unflattering? Perhaps. I
think it is an accurate reflection of the state of educational practice
in the overwhelming majority of school districts—and states—across
the country. In this respect. it is a fair description of the situation that
lends to angry meetings of townspeople, after-midnight sessions of
school boards, defeated school bond issues, and prematurely gray
superintendents.

This is clearly a complicated, messy area but an area in which edu-
cational resenrch and measnrement can yield the crucial answers, It
is an important one for us to tackle precisely because the questions nre
central to the concerns of a great many people in education, even
though it is not one for which we have many answers at the rendy.
And 1t poses a set of issues that should be defined by educational re-
senrch specialists working in concert with people from several other
disciplines.

As a matter of fact,some economists are already at work on parts
of the problem. And insome relatively sophisticated communities. we
are seeing a confluence of economic and educational thinking. Cost-
cffectiveness and PPBS are the watchwords.

Cost-ctfectiveness concepts are to my mind both important and
valid. The first-order problems are purely practieal, and they have to
do with measnrement. Most school systems have no useful measures
of the cost of specific edneational programs. And they have no indices
of the cflectiveness of their system in attaining most of the goals the
community wonld espouse for the schools. These are measurement
problems—some of the unmet measurement needs of education.

The area of evaluation is, of conrse, giving new prominence and
importance in measurement circles, and rightly so. At the same time,
the econoniists are developing further a climate of thinking that is
hospitable to continning programs of assessment based on cost-effec-
tiveness approaches. The next step shonld be to hring togetlicr the two
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streams of development in a deliberate way—to integrate the insights
of the two disciplines of economics and educationul measurement to
produce a new synthesis directed specifically at solving the real-life
problems of school districts.

This comment may bring to mind such phenomens as performance
contracting, which 1s currently enjoying a wave of popularity. The
performance contract evaluation and audit functions are indeed exani-
ples, at & rather basic level, of arveas in which our theory and tech-
nique are not very well developed. We have, for example, not done
anything systematic about defining domains in which we should look
for side effects or defining techniques by which we should look for
them. We do not issue reports like this: “The pupils in the special
contract classes have gained an average of 1.5 grade equivalents in
reading during the year. They have, however, ganined a negligible
amount in math, their work in science has dropped back, and parents
report they e refusing to do the dishes or put out the garbage unless
rewarded with transistor radios.” We need a much more compre-
hensive evaluation of the eflects of eduneational experiments, continunous
over time and embodying the broader insights of both education and
econonics,

Such a marriage of two disciplines is, however, only part of the
need. We are interested not only m the relation between program and
cost, but also in the circumstances in which educational change can
ocenr. And these circumstances are the province not only of the educa-
tor and the economist, but of the sociologist, the nurbanologist and the
politieal scientist, to name just a few.

Let me take a minute or two to make my point more specific. I am
thinking of the familiar student change model in which educational
effect is measured by the amount of student growth that takes place
toward a stated gonl between pretesting and posttesting. The base line

- of oxpected growth is established in advance of some experimental

program of education. When the experiniental program is to be in-
stalled, n new pretest is given. Then the new program is carried out,
and a posttest is administered. Again the educational effect is caleu-
latedd us the gain between pretest and posttest. The eflicacy of the
experimental program is determined by whether or not the new gain
under the experimental condition exceeds the normal gain under the
control condition. 1f the cost of the experimental treatinent can be
determined and compared with the “normal” cost of education under
the control condition, it is possible, at least in theory, to relate cost to
ellectiveness.

I say in theory because the complications are legion. To illustrate:
it may well turn out that the experimental program vorked well for
one subgroup of the population and not for another. The subgroups
may be fairly obvious ones—girls versus boys, younger children versus
older, and so on. But who will suggest that we examine separately
subgroups based on socioeconoinic status or on nore subtle taxonomies
involving students with positive versus negative self-concept, contrast-
ing cognitive styles, differences on a dimension of dependence-inde-
pendence, or interactions among these varinbles? The point is that some
of the most useful hypotheses may come from, say, the insights of
medical people or street workers or from personality theory rather
than theory of educational research. Or suppose two communities have
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conducted the same experiment. In one the experimental treatment

worked and in the other it did not. Why? Perhaps the nature of the

school populations was markedly different in the two towns, or the

comunity support was dilferent or the overall educational program in

which the experiment. was cmbedded varied substantially. Just to can-

vass the areas in which one might look for answers that call for inter-

community comparisons suggests that we should call on the expertise )

of a variety of social and behavioral scientists to contribute hypotheses.
It is my belief that a continning, long-term program of the kind I

have described, drawing on the contributions of specialists from many ! |

fields, should become a standard feature of America’s educational com- 1 |

munitics. Measurement is at its core, and yet it is not enough for the :

measurement fraternity to develop the means of assessment. Qur work f i

must. be integral to a lnrger eflort that is focused on the problem and ’

iznores the boundaries of discipline.

- IL Maxonrry/Poverry STUDENTS )

Let me turn, for my other example, to the formidable question of
education’s measurement needs ns they relate to children of poverty and
of the minority communities gencrally. Here, surely, we have a prime }
instance of a social and educational problem that commands our atten-
tion and onur energies. The fact that our theory an‘i our data are in-
adequate means we will tackle the problems with less precision than
we would like, but again, we have to move on the problems that are
important rather than on those for which our techuiques are best.suited.
And we who are engaged in educational research cannot solve these
problems by ourselves.

I should like to illustrate this thesis by looking particularly at just
one aspect. of the problem: devising a set of arrangements through {
which voung people from the ghetto can pnrsue their education beyond '
high school if they want to.

This question is one to which a great deal of attention has heen
aiven by people concerned with gnidance, those concerned with test-
ing programs, those involved in college admissions, people working
with currienlum, financinl aid officers and research people. Their at-
tention and their concern are wavranted and valuable. The counclusion
I have reached, however, is that the problem is simply not going to he
solved the way we ave going at it, The reason is that cach of these
groups is working conscientiously at its own part of the job but with-
out a framework that. embraces the other parts needed for a solntion.

The fatal flaw in what we are doing is simply that the various ap-
proaches, which ave individually excellent in many cases. are unco-
ordinated. Given time, a decade or so, progress is likely to be mavked.
But. we do not have to wait the decndo. There is an urgent need for

rompt action now to bring about an early and dramatic improvement
in the sitnation, and for new structures that will ercourage future
changes to take place at a significantly faster vate, It is my belief that
a sweeping change is not only desirable but attainable if we mount a
concerted and sustained attack on a number of frounts simultancously,
combining the elforts of the several groups concerned with the
problem.
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What T have in mind might be described as an interlocking, co-
ordinated program of action ir six key aveas: guidance, testing, ad-
mission, financial aid, curriculum, and resenrch. The need within each
area is for specinl new arrangements aimed particularly at solving the
problem of access for the minority group student—or for any other
stindent whose school experience has not followed the pattern of solid
academic preparation np to the point of application for college.

It 1s true, as I have said, that any improvement in any one of the
six key nreas would be worthswhile in its own right, But the problem
is unlikely to be solved to any substantial degree throngh pieccmenl
efforts, From the standpoint. of eflective functioning, each part of the
=y=tem depends on the presence of the others and in turn helps make
them possible. We have here a rare opportunity to create true
synergism,

Within an overnll plan, there should be room for giving full scope
and strong support to the excellent programs now being pursued. And
there should be room for the introdnetion of the widest variety of in-
novative ideas, The important. point is that if any lcey component is
neglected, the whole system will remein ineffective. A barrier at any
single point ina channel is snflicient.to clog it.

The matter of broadening ednentional opportunities for minority
gronp stndents provides, to my mind, a prime illustration of the pro-
position that most of the important renl-world problems we are beingr
cnlled on to tackle will yield only to mnlti-faceted, mnlti-disciplinary
attack.

Tho system T am envisioning wonld rest on a strong and active pro-
gram of guidance, to help identify and enconrage students who would
profit from higher edneation. Tt would be desirable to have a large
number of guidanee centers—perhaps 100—throughout the countrey,
related to but not confined to the big cities, to work wholly on the
problem of guidance for students from backgrounds of poverty.

Tt will he pointed ont that sneh gnidance is alrendy going on through
the schools. True. But it is no secret that gnidance resomrces are
spread very thin in the urban schools, and school guidance people
wonld be the first to appland a strong effort to develop a companion
syvstem with which they could work: one with the specinlized aim of
college access for children of poverty and of the minority communi-
ties. It is true also that there are already agencies sneh as SEEK, Up-
ward Bound, Project Access and others already in being to comple-
ment and extend what the schools are doing. A comprehensive system,
if it were established, shonld not conmpete with such programs but
should provide cooperation, support.and coordination, where coordina-
tion might be helpful and \\'ollcomed. The need 1is to see to it that the
various areas of the conntry arve covered systematically with gnidance
centers focussed on college-going for needy students and those who
have special problems centered on race,

Tn the beginning, the guidance centers would naturally be concerned
with students nenving the point of transition from school to college. As
the program moved nhead. however, they conld be expeeted to work

with children at earlier points in their schooling. By Grade 12, of
course. the door to college may have been effectively closed by inadver-
tent early decisions unless a student has been nctively encournged to

keep it open.
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Tet me sketch briefly the kind of testing pattern I shonld like to sce
for these students as they approach entraiee to college, The emphasis
of the test program shonid he on helping the student and his connselors
undm‘stnn({ the mnge and vaviety of his abilities and interests, the
kinds of eollege-level work that he might pnrsne successfully, and the
additional preparaton he might need to pnrsne goals for which his
training to date had not heen adequate. The tests could be taken by
any student on a walk-in hasis at a guidance center and the interest
mensnres conld be completed at. home, Practice forms of all materials
wonld be available to all students, Conventional nnmerical reports
would be supplemented by verbul reports that wonld interpret the nn-
merical record and relate it to the student’s interests and educationl
gonls as he expressed them.

All resnlts wonld be reported fivst to thestudentand to “he guiadice
center. They would he reported to any college npon the . fndent’s re-
quest after hie hadhad an opportunity to review then and discnss them
with his connselors. If the stndent so vequested, his resnlts wonld be
erased completely and never reported.

Accompanying the guidance-oriented testing program for stndents
would be a svstematic program throngh which post-secondary in-
stitutions would anther and publish comprehensive deseriptions of
themselves for thebenefit of prospective students.

I have tonched on only two of the six components that T thinl are
needed in a comprehensive system for minority students: gnidance
and testing. Beyond them are foir others. whieh T shafl simply mention
once again, although each merits extended treatment :

Admizsions arrangements entered into cooperatively by groups
of colleges and the gnidunce counscling centers, designed to bring
about the most siccessful mateh between the stndents and the
institutionsof higher edneation,

Financial aid in snbstantinl amomnts, since it is worse than
useless to raise the aspirations of students from hackaronnds of
poverty if there is no practical way for them to vealize their
ambitions,

Curriculum study and ehange. both in school and in college. to
provide experiences that will keep the student involved in his
studies in school and provide him with a college experience that
relates to his interests and abilities at.the post-secondary level,

Research, development and eraluation to he condneted con-
tinuonsly on all aspects of the working system in order to im-

prove it as rpidly as possible and to ensure its continnal respon-
siveness to clianges on the edneational scene.

T have dwelt at some length on this coneeption of a single program
for needy students, minority gronn stndents and those whose prep-
aration is weak, and have done so for two reasons, The first. is that it
illnstrates my main thesis: If we are going to tackle laree edneationnl
and social problems with any hope of snccess, we will have to see the
mensurement job as just onc element in n much larger whole that
shonld be conceptualized and attacked in its entirety. In <o doing, we
will have to work with many people ontside the edineational research
fraternity—politicinns. college administiators, gnidance counselors,
federal officials, organized minority gronps, and so on—to weld a
conlition of people who are willing to contribnte their special knowl-
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edge to a common set of purposes. My second reason for outlining the
concept is my personal belief that a development of this kind, while
ambitious perhaps, is feasibie, necessary, and overdue.

ITL Tuwe Measvreaenrt Man's Furene Rouk

In facing the issue of meeting educution’s measurement needs, I
have chosen to look at two such needs in depth rather than to attempt
a catalog of what ought to be done. Meusureinent needs are integral
to education’s needs. Increasmgly, they will be met as we mount sue-
cessful overall systems of educationul reform in which tite measure-
ment component is embedded.

In this conception, measurement. is not a self-suflicient act. It is part
and parcel of efforts to effect edneational change. And it is at the
heart of many of these efforts. One might say, however, that the meas-
urement person’s job will become mnch harder as it becomes more
central. This is so inn two respects. First, as measurement assnies a ce:1-
tral role in_more sophisticated systems, we are going to see the ful-
fillment of E. B, White’s prediction that there is a bright futire for
complexity. As complexity increases, the job of making the results
of measurement readily understandable, and resistant to misunder-
standing and inisuse, will increase. This is an area where we have been
less than resoundingly successful in the past and where redoubled ef-
fort will be essential. Second, a special obligation is placed on the
measurement person if we say that the measurement job is not over
until the results have been analyzed, simplified, incerpreted and put to
use, I believe there is no such thing as good measurement that has
not been nsed.

Alfred North Whitehead said, “The vigor of civilized socie-
ties is preserved by the widespread sense that high aims are worth-
while”* In meeting the measurement needs of education, if we aim
high, we may be aEle to provide the ingredients that are critical in
meeting some of the most important needs of education and in so doing
help preserve the vigor of the larger society.

1 Whitehead, A, N, Adventurcs of Idcas (Cambridge University Press, or The Macmillan
Co., New York, 1033) p. 371,
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AN OVERVIEW OF INDIVIDUALIZED INSTRUCTION

By JACK V. EDLING

People difler in their abilities, interests, aptitudes, atiitudes, values,
achievements and personalities, They also differ in their Yhysical size,
energy, coordination, strength, aggressiveness, and health. Perhaps
more mportant, they differ in their selt-concept, desire to learn, cul-
tural heritage, and view of the world. And new evidence indicates
the degree of these diflerences greatly exceeds carlier estimates.

Yet most schools arc organized as if the only cducationally mean-
ingfnl differences were age and perhaps sex. "Peacher education insti-
tutions talk about individual differences, but most frequently all they
suewest doir-z about them is to group children according to their
“af)‘llity”, ancl to urge teachers to have greater tolerance for those ex-
periencing difficulties, Thus, many schools provide for learner differ-
ences in tha Jower grades by grouping “slow’™ readers, “fast™ renders,
etc.. and in the upper grades by providing some curriculum choices
such as home economies for girls and shop or mechanies for boys. All
“complete” school in_twelve years whether they read at the first
grade level, or exceed in achievement a sizeable number of college
graduates.

Today a growing number of educators believe that if our dreams for
an optimim education for each child are ever to be realized, more con-
sideration must he given to both objectives and methods of instruction
for individual Tearners, In the recent past teachers and parents have
helieved that one teacher with twenty, thirty, or move pupils approxi-
mately of the same age, was precluded from anything but group
instimetion. Toven when individual “projects” were assigned they were
all due on the same date. After all, any other arrangement would he
considered. if not un-American. at least, unfair! However. it should be
noted that an earlier situation created the belief that one teacher (ina
one-room school) could and should handle all ages and subjects. Tt may
he that the recent concern for individuals is the result more of new
instrnetional eapabilities than a new philosophy of edneation. There
are new eapabilities, capabilities greatly enhaneed by federal programs
which encourage vxk)m'inwnlutiml and the more effeetive use oil‘ teaching
personnel supported by the appropriate use of instructional technology.

Characteristics of Individualized Instruction

While some observers will see nothing new in the individualization
of instruction and think of it primarily as a return to the values
and style of an earlier Amerien, it really is very different. In the
one room school the teacher, with very limited resources, tried to do
the best he could to help each child Jearn basic skills for acquiring
kmowledge and solving problems as well as a number of “facts’ con-
sidered useful. The present image of individualized instruction is
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quite different with reference to both objectives and instruction meth-
ods. We now find young people programming computers, conducting
advanced research in the physieal, life and behavioral sciences, de-
signing and producing advanced technological products, and discuss-
ing problems and developing proposed solutions to some of the most
complex social issues. Tnstructional methods ave as varied as technol-
ogy itself, and are based on findings from advanced research on human
learning and ccology.

Despite its complexity in actual practice, the principles of indi-
vidunlization mre readily understandable. There are two basic char-
actevisticsof all individualized instruction which differentiates it from
“oroup? instimetion. First, the instinction is oriented (i.c., designed,
pfnnnc(l, intended for, administered, ete.) for individuals, not groups.
This oricntation has many implications, but primarily it means many
moro small units. or modules. of instruction which can be organized in
infinito varviety. Second, the instruction is paced for individuals, not
groups. This means in essence that to really learn something is more
important than to adhere to a schednle. It does not mean that an indi-
vidual can just “loaf on the job®, vather it means that the time allo-
cated to learn something takes into consideration the learner’s ability
and the other things he is trying to learn.

Tn addition to those two basic characteristics. there are different
roles for tenchers and learners to play in the instructional process
which result in different kinds or types of individualized instrnction.
An casy way to understand these different types is to draw a distine-
tion between what the school, or the teacher, on the one hand wants the
young person to learn, as contrasted with what the young person him-
self wants to lenrn. This menans that there are some objectives which
tho school believes all young people should learn, and there are some
objectives which shonld be limited, or even unique, for learners with
special abilities, interests. aptitudes or handicaps. In a similav dis-
tinction, the school believes that it shonld decicde the best. way to learn
certain of those objectives, while in other instances it might be better
and more cllicient fo give lesuners a choice! These distinctions can be
seeu in the following (Tiagram :

Types of Individualized Instruction—Objectives

Methods or metdin

of instruction - School determined Learner selected
School determined. - . ... Type A: Individually Type C: Personalized.
in[.lznom:(l and pre-
scribed.
Learner seleeted oo oo Type B: Sclf-direeted.... Type D: Independent
study.

Since these different types of individualized instruetion ench serve
different pnrposes, o brict explanation of the nature of each type will
be hc]p’full in understanding the potentinlities for individuafized in-
struction to imlprovc cdncational opportunities.

In type A, the school specifies what is to be lenrned and the methods
which researeh or experience has ghown to be most cileetive for most
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people to learn. This type of individualized instruction is most fre-
quently used by learners of average or below average ability for learn-
ing basic skills in langnage arts and mathematies, Each learner is
diagnosed, 1.c. tested or mterviewed to learn his readiness to nndertake
n specific lenrning objective and is then prseribed. ie. nssigmed the
particnlar set of materials or learning tasks that will give him the
explanation and practice he needs to demonstrate that lie has, in fact,
mastered the specific lenrning objective. C

Type B may be called self-divected beeause the learner is provided
n \\'1({0 range of instructional media and materials and may use them
as lie chooses to lenin, Again, this type of instrnetion is used fre-
quently for learning basie skills in lnnguage avts and mathematies but
more often by learners of aboee average motivation and ability.
Experienced teachers believe that some children learn best by listen-
ing, others by secing or reading; some learn best by working nlone,
others need companionship; some like long-termi activities, others
like o constant varviety. These differences are ealled learning styles or
strategics, and some teachers believe that when a child is not afTorded
the opportunity to develop hisown learning strategy he is missing one
of the most fundamental of all learning experiences. Learning how to
learn by oneself, learning to be a self-divected learner, is as important
to these tenchers as is learning a particular skill or fact. Bnt unfortu-
nately it is not. very effective for the child of low ability or motivation
who needs, and wants, all the gnidance and help he ean get.

Type C may be ealled personalized beeanse the learner selects learn-
ing gonls which are more velated to 2is values and needs. ITere again,
however, the school through the teacher provides considerable gnid-
ance and help to average or below aveiage learners in how to reach
those particular goals which have been selected. While this type of
individnalized instruction is most frequently found in clective subjects
it is common in the social studies and siciences because these subjects
are so comprehensive, and new knowledge is expending so rapidly,
that there is little agreement even among experts as to what constitutes
a “required” cmrriculum. By allowing students to select objectives the
school has increased its relevance and effectiveness in teaching these
subjects.

Type D represented a kind of ultimate in individualization and, in
the minds of many eduneators, should be the gonl of all education—to
produce an independent, lifelong learner. In order to develop such a
person there is a growing belief that the learner must have a very
active role in his own learning processes. Again, c.\'{)eriencc has sliown
that both selecting objectives and determining the means to veach
those objectives are not tasks for which all young people are qualified.
But there are more capable and creative students available to learn
such skills than are enrrently being affovded the opportunity to learn
them. This tragedy has resulted in some of the most academically
qualified young rejecting not only formal edneation but also the
society which supports it. .

In describing the four basic types of individualized instructional
programs the impression may have been given that a partienlar school
nses one type of program to the exclusion of others. This is not the
cnse. The essential point is that there arve severnl appronches to indi-
vidualizing instruction and that each, and varions combinations, have
been implemented snccessfully in varying sitnations.

,
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FEvidence on thecffeets of individualization
One of the nmjor tasks facing the profession of eduncation is the
development of valid cost-cllcctiveness evaluation methods and pro-

cedures. Current attempts leave much to be desired. However, within

the limits of existing knowledge some rather extensive efforts have
£ individualization. These at-

been made to determine the effects o

tempts may be classified under four gcneral headings (1) formal test
evidence, (2) participant reaction, (3) disciplinary records, and (4)
truancy and drop-out rates. 1iach of these will be reviewed briefly.

Formal test evidence has one erncial disndvantage: the tests used to
compare individualized |]n'ograms with traditional group-oriented pro-
grams may not he directly related to whatis taught in etther program.
The development of a standa rdized achievement test is a rather malor
project. It involves the identifieation of a body of knowledge and a
population of learners, and representative sam]l)l.lngs from both. The
assumption mmst then be made that schools w rich use the resulting
test(s) have tanght the same body of knowledge and that their popu-
lation of learners is comparable to the sample used in developing the
test. Thore are many other problems such as when the test is admine
istered (i.c., have the learners had equal time to learn) and the condi-
tions under which the test(s) are administered. Seldom are all assump-
tions met and conditions adequately controlled. Nevertheless, school
administrators and boards need some evidence as to how well their
students perform on these standardized measures of basic skills.

A summary of seventeen (17) studies reveals that in four (4) in-
stances there were no statistically significant differences fonnd in
achievement between comparable individualized and traditional group-
oriented programs. In thirteen (13) instances statistically significant
differences were found, and all favored the individualized prograws.
From available evidence one would most likely conclude that there
will be no loss in achievement as measured by standardized tests as a
result of individualizing instructional programs and that in many
instances there will be gnins. Flowever, it must be emphasized that in
most individualized programs the objective was not t) increase achieve-
ment as measured by these tests. Objectives ranged irom increasing the
scope of the currienlum in order to meet the needs of more young (eo-
ple, to promoting optimum individnal development whether it be
social, emotional, physical or just plain liking school and learning
more. . .

The more informal reactions of participants, i.e., teachers, learners,
administrators and policy makers may be even less scientifically rigor-
ous, but mnch more important poltically in terms of support of
schools. Teacher reaction, almost universally, is that there 1s more
work involved in both initiating and maintaining an individualized
instructional program. At the same time they report, almost univer-
sally, that they have never been more satisfied with what they are doing
for their stndents,and that they could never, in good conscience, return
to a traditional group-oriented instructionnl program. Yet, there are
some teachers, expecially those who have astrong subject-matter orien-
tation, who do not feel comfortable with every student working on &
different task. In fairness to these teachers it shonld be stated that had
they been given additional training and support services and materials
their reactions might huve been different.
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Many schools have conducted student surveys to determine their
reactions. s one would suspeet, student reaction is practieally all
ositive. Like their teachers, many think it involves more work, but
mn the words of one student, “this way vou don't have to spend a lot
of time studying something von’re not intevested in, you can specialize
in a field and study it more.” Most schools report, however, that. a small
Froportion of students, usually less than five percent, and sometimes
ess than one percent, try to take unfair advantage of the fact that
they have greater freedom. The report. is most frequently heard at the
secondary level after yonng people have learned to expect to be told
day-by-day and hour-by-hour what to do.

The most exeiting evidence of the ellects of individualization on
students is seen in the products they ereate. One example among thou-
sandls is the case of a farm hoy ina small high school in Coloraclo. The
school’s program had heen individualized and when preseribed ob-
jeetives had been completed students were free to work on their own
selected objectives, ‘The school’s principal stated, “this arrangement
vesnlts in abont half of & student’s time being turned back to him to
learn what he wants to learn.” This partienlar student undertook the
design and construction of n cattle trailer to be used on his father’s
'fa‘n‘m.. The writer saw the linished product and it was truly remarkable.
I'he instructor stated tat the retail value wasapproximately six thou-
sand dollars, The yaung man, using the S(,‘.IIOO{"S tools, welding gear,
ete, and his instrnetor'’s guidance, had built it for less than two thou-
sand dollars, )

Toven more important the prond huilder stated, “T didn’t know what
T was going to do when T gradnated from high school but new I've
been lined up with a scholarship at Colorado State in mechanical en-
gineering, and it really looks li\m a good deal. I wonder what I'd he
doing. if T would have had to sit through seven lifty-minute periods
waiting for the bell toring 2” '

All over the conutry in individualized programs students ave work-
ing on projects which make “school’ inton ditferent kind of place—*I
wondered how we conld control the weeds in onr farm plants,™ Treally
understand computers and Tknow how to program them” “I'm study-
ing brain functioning and it’s fascinating.” A principal in Texas
statod, “We have cases where children come into this school with a
phobin agninst school. They hate school so much they may be on tran-

nilizers so they can endure it; after this kind of program, this
cisa ppears.”

Parent veaction to individualized instruction is often skepticnl,
especinlly when fivst informed of it, The concern is that it will ot he
as good as a more rigid, structnred program. ITowever, the attitude
soems to dissipate rather rapidly as n result af student enthusiasm.
The major exception is the parent. of the student who has a record of
difficulty. The new program is unlikely to make an immediate differ-
ence in the behavior of any young person who is disturhed or psycho-
logically immature. But theve is n big difference now., There is 0 new
wogran. To this parent the cause of the child’s problem is obvious.

he parent has something to point at, something which explains all
the c‘lild’s difficultics; obviously, the new program. For this reason,
many school administrntors are making changes slowly, making no
announcements, avoiding publicity and labels, and kecping parents
prs
¢
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informed by involving them in helpful, constructive ways to improve
their programs,
Disciphnary records provide evidence that individualizing instrue- ‘
tional programs results ma dramatic decrease in common disciplinary 1
problems, Traditional group-oriented nrograms which emphasize ;
homework, being quict. for extended periods, staying in one’s seat. and i
senerally having one’s behavior controlled result in frustrations which a :
Jead to disciplinary problems. In individualized programs most. stu-
dents are so involved in what they are doing that those problem stu-
dents who try to get attention by cansing disruptions are lavgely ig-
noved, When there is no “pay-ofl”” or reward for disruptions such be-
havior tends to wane. This is a phenomenon reported in school after
school where programs have been individualized. ;
Truancy and drop-ont records are surprisingly difficult to interpret. !
For example, a given student may be listed as a drop-ont for three ;
consecutive vears. The sitnation, of course, is that he drops out, i.e., !
stops @oing to school for the remainder, or part, of the school year but {
then he decides to vetnrnat a later date. Despite these record keeping |
problems school administrators veport that since individualizing their |
yogram there is a marked reduetion in both trmancy and drop-ont. ‘
They generally attribute the less rigid atmosphere and more relevant
currienlnm to their increased holding power.
!
I
|

Thwo Major Concerns
School administrators state that there are veally only two major
obstacles slowing the general adoption of the concept of individual-
zation, Perhaps surprisingly. operational monies is no? one of the
obstacles, In fact, n majorvity of adiministrators believe that once the
trausition to an individualized program is made, it may be a partial
solution to spiralling school costs hecanse it provides an opportunity
for move eflicient ntilization of teachers and support personnel, While
traditional instruction places emphasis on student-tencher ratio, indi-
vidualized instrnetion places inereased emphasis on student self-direc-
tion, instructional techuology and appropriate use of paraprofes- :
sionals, ‘The major concerns of administrators are teacher re-training |
and obtaining effective instructional materials,
Teacherstrained to handle a @roup of thirtv, or toleeture extensively \
ona body of knowledge, are ill-equipped to dingnose the needs of indi- 1
viduals and to provide appropriate consultant help. These teachers are
observed lecturing to indi\'i(luals as if they were a group of thirty!
Theiv relationships with young people are often formal and imper-
sonal, They are not broadly informed on the wide range of available
lenrning strategies, media and materinls, Most important. of all, they
do not. nnderstand the hasic philosophy of individual human growth
and development. j
While there ave vast quantities of instimetional matevials, most. are |
not. designed for use in individualized programs, In individualized '
programs all over the country, teachers, parapro fessionals and pavents
’ are tnking apart texthooks, workbooks, magazines and even films and
newspapers and arranging them into single-concept modules or units
with appropriate identification and catalogning, Often modules are
gronped into a leavning “package’ nsnally consisting of a statement of
what the learner shonld be able to. do when the assignment has been ;
completed, sample test items, a list of a1l available related modules or :
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units and snggestions as to how to proceed. Materials developed by
the Learning Research and Development Center at the University of
Pittsburgh. Research for Better Schools, Inc, in Philadelphia, and
the Amervican Institntes for Research of Palo Alto, California are
examples of materials specifically designad to support. individnalized
instruetion. These materials have been tested, and inclnde tests useful
in both dingnosis and evalmtion. While they greatly facilitate the
individualization of instruetion, much additional development is essen-

tinl to meet the needs of more learners.

Implications for a Nutional Institute of Lducation

This nation has no edueational task more important than develop-
ing instructional systems in which every individual receives an edn-
cation designed for him rather than for someone else. T'he Preliminary
Plan. for the Proposed National Institute of If ducation (Draft) pub-
lished by the Rund Corporation has some nseful datn, but it avoids
conunitment to any specific task. I believe that the purpose of the NIE
shonld be to promote the development of these fundamentally ditfer-
ent systenis, It shonld not be as the present bill proposes “to concuct
and support educational reseavch . .. ete.”” The present proposed legis-
lation and Preliminary Plan wonld result in the same kind of diffused
afforts which characterize other hroadly worded legislation and policy
directives. :
~ Ench state has legal responsibility for its edneational program. The
NIE working coopemtive‘y with the state edncational agencies conld

help ezch of them develop systems appropriate for thcir partienlar
requirements. The recommendation of the Commission on Instruc-
tional Technology relating to “a diversity of a »proaches” cannot be
emphasized too strongly. Iowever, the point to be emphasized here is
that development of new programs to provideedn ation for individuals
should ocenr first and shonld be the initial thrust of the NIE. “To
conduct and support educational research and disseminate edueational
research findings thronghout the nation; to train individuals in edu-
cational researcly, . . . to construct or provide for necessary facilities”
otc. in the comtext of the presen. generally ineflective eduentional
system wonld be equivalent “to conducting research on buggy whips.”

After significant change has taken place in the form of edncation,
then extensive evalmtion will be necessary. New questions will he
raised as the result of problems created by the new systems. This will
be the time to phase-in n major research thrust. Ohviously, in some
states dissemination, training, applied researeh, technologienl assist-
ance ete. will be required from the very beginning. But, these are
means to assist in the development of more effective edneational svs-
tems, and not. ends in themselves, The legislation must not permit the
proliferation of every kind of research, development, diffusion, and
evaluation activity that can be “sold” to the director or his stail by
sophisticated “grantsmanship”.

Stated in a less dramatic way, extensive development is now hoth
yossible and necessary hefore meaningful evaluation can take place.
Vien meaningtul evalnation has taken place, then it will be both
necessary and productive to nndertake research and fnrther develop-
ment to improve deficient systems. It will dolittle good to do additional
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research now on measurement, compensatory edncation, reading, tele-
vision, ete. when we have already snp})ortcd every idea for rescarch
that the present context of education has suggested. What is needed
now is a major effort in one direction that holds great promise, With
a clear goal, effective management, and adequate support the National
Institute of Kducation confd, in time, make a significant difference in
everyone’s life and help assure the ascendancy of all mankind.
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STATEWIDE ASSESSMENT: ITS FUTURE AND
POTENTIAL FOR EDUCATIONAL REFORM

By HENRY S. DYER AND ROBERT J. SOLOMON

When one considers the faith which Americans place in edueation,
it is amazing that the concept of statewide assessment is such a vela-
tively new development. From the beginning, Americans haye seen
education as an instrument for social progress. “1f a nation,” wrote
Thomas Jefferson, “expects to be ignorantand free ina state of civiliza-
tion, it expects what never was and never will be.”

From the beginning, too, and inereasingly with each new generavion,
American education has become a publie (and in this sense, political)
enterprise supported by a complex body of laws, particularly state
Iaws, designed to give social sanction and enconragement to education,
and supported by large and inereasing amounts of publie funds, par-
ticularly state and local funds, And as owr concept of a democratic
society has expanded and onr needs as a society have multiplied, so too
have our expectations with regard to who is to be educated and what
isto be achieved.

In a society where education is everybody’s business, the adequacy
of that. system also becomes everybody's business, As Bressler and Tu-
min * have observed, “I'he high visibility of the educational system and
its governance, which underlies the public ncconntability of that sys-
tem, also makes possible the constant confrontation ... by relevant pub-
lies, such as parents and employers, of the “outcomes” of that sys-
tem, as they personally enconnter those ontcomes in the form of their
children and their employees.™

If \mericans today were satisfied with their socicty, if they were
united in their pevception of social priorities, and if they felt renson-
ably secure about their power to shape and control the future, thero
would probably be less concern today with assessment. But under the
cirenmstances, it is not surprising that an institution which is so politi-
al, in the larger sense of that term-—that is, how we govern owrselves
to achicve onr social goals—should come under increasing serutiny
from those on the icft, the right, and the middle who feel a need to know
aehat the sehools are nccomplishing, why they are accomplishing or not
accomplishing, and %ow their am-mnpﬁshmonts can be improved. In
short. if education is the instrument. of social progress then those who
are dissatisficd for one reason or another with the present fruits of
“progress” see assessment as a meaus to determine what has been hap-
pening and, ultimately, what should happen in the schools.

This is the motivation that underlay the Equal Educational Op-
portunities Survey (the Coleman Report), which is a landmark study
m American edncation not for its findings, which are nevertheless

1Marvin Bressler and Melvin Tumin, Eraluation of the Effectireness of Educational
Systems, Final Report, USOE Cooperntive Research Troject No, 6-2023, April 1069,
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noteworthy, but for the questions it asked. And it is also the moti-
ation for the National Assessment project and for the recent efforts
in the states of Pennsylvania, New York, and Michigan,

Also, although there are ditferences—for example, the Pennsylvania
project is more explicitly tied to a carefully developed public state-
ment of the goals of quality education—all of these statewide assess-
ments are concerned with certain functional relationships among three
sets of variables: student input, student output, and the environmen-
tal conditionsaflecting student. learning and behavior. Althoughevery-
one involved in these projects appreciates the relative primitive-
ness of the present state of the assessment art and is aware of the
measurement techniques that. remain to be developed and refined, these
projects are an improvement over earlier, cruder approaches.

One traditional approach has been to examine the quality of an
educational system by taking a census of such things as the number
of books in the library, the age of the school plant, the pupil-teacher
ratio, the number of hours of per-pupil instruction, ete. The trouble
with this approach to the assessment of system performance is that
it. traps too many people into confusing means with ends. It rivets
attention on the instrumentalities of edueation without raising the
question whether the instrumentalities—the books, the bnilding, the
teachers. the length of the school day—are having any impact on
the intellectual, social, or personal development ofs students. (It is
interesting to note parenthetically that opposition to the Coleman
study increased as some schoolmen realize that this census-like ap-
proach was not to beits primary concern.)

Another traditional approach has been to measure the effectiveness
of educational systems by comparing the average of the test scores of
pupils in a system with some sort of national average or norm, Such
statements as, “School X is better thanschool Y because the fifth-grade
children in X are reading at. grade level 6.2 while those in Y are read-
ing at grade level 4.5, raise more questions than they seem to answer.
Tt’s no wonder that some of those committed to improving education
for minority/poverty children perceive system-wide testing programs
as a threat. It is unfortunate that many educators even now fail to
grasp the fairly obvious principle that yon cannot tell anything about
how a system, or any phase of it, is functioning by looking about how
a system, or any phase of it, is functioning by looking solely at what
the students are like as they emerge from it. You have to have at
least two additional kinds of information before you can even begin
to know how well the schools are doing. You have to know what rela-
tionships may exist between the characteristics of the stndents as they
come out. of anv phase of their schooling aud the characteristics with
which they enter that phase. You also have to know about the factors
outside the school, in the home and in the community, that may facili-
tate or impede what happens in school.

Alse, and this is the most diflienlt problem of all, yon have to know,
if you are to have any hope of immoving the system, what goes on
inside the system that is educationally procuctive. Ultimately, we need
to be able to answer the question : What educational processes work in
what kinds of schools for what kinds of kids ¢

In addition to providing the meansto answer this ultimate question,
there are several other purposes to which the assessment process itself
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should be addressed. These purll)oses may not be ends in themselves but
There are six main purposes that a statewide assessment should serve.
sueaest some conditions for the design and dissemination of results.
There are six main purposes that a statewide assessment should
serve. Each of them is addressed to a different audience. They are, as
follows, not necessarily in their order of importance:

1. The assessment should provide the teachers and administra-
tors in cvery school system with basic information for assessing
the effectiveness of all the principal phases of their educational
programs in sujfficient detail to indicate the specific steps required
for continually strengthening those programs.

There are at least two fallacies that make qoca.l education authorities

resistant tq having the state authority assess the performance of their
schools. One is the notion that a state program of tests, questionnaires,
and other measures, necessarily infringes on the freedom of local au-
thorities to experiment with new curricula and methods of operation.

The other is the notion that a local educational systemn can assess its
own performance without any reference to the performnance of other
systems. Both notions are wrong. A statewide program of evaluation
services, properly designed, does not have to interfere with the auton-
omy of local systems. At the same time, it seems clearly impossible for
a local school system: to securo a satisfactory reading on the effective-
ness of its perfdrmance unless it has access to data that will enable it
to compare its effectiveness with that of other systems that are operat-
ing in similar circumstances. The collection and organization of data
to make such refined comparisons truly valid is no small task, but it
is one that had better be tackled soon if we are to avoid the simplistic
comparisons that now bedevil ns.

Many school people are likely to be fearful that a statewide assess-
ment program resulting in comparative performance data on the
pupils in each school or school system will concentrate only on easily
testable qualities and will thus leave out of account many factors in
pupil growth (sense of personal worth, social adaptability, vocational
effectiveness, ete.) which the schools rightly consider, or say they
consider, important. This fear is not groundless, since measures of
personal-social development which are both acceptable and efficient are
hard to come by. It is for this reason that in working out the content
of an assessment program the development of ways to measure these
difficult-to-measure factorsshonld be prominent in the planning effort
atthe very outset.

2. The assessment should provide the state education authority
awith basic information needed for allocating state funds and
professional services in a manner best calculated to equalize edu-
cational opportumitics for-all children in all school systems of
the state.

State authorities have the responsibility to provide a rational distri-
bution of the funds and services tailored to the specific needs of each
local school system. This implies a form of categorical aid but not in
the nsual sense of the term. Instead, the categories in which state aid
is administered could vary from one school system to another depend-
ing on what the assessment shows abont the special problems of each
school system., 'The emphasis would be on using assessment results as a
basis for developing state funds and services so as to maximize the de-
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velopment of every child in the state rather than merely to provide
that each child shall attain some minimum level of competence.

The next two are closcly related.

3. The assessment should provide research agencies at both the
state and local levels with data for generating and testing hypoth-
eses concerning the improvement of all aspects of the cducational
process.

4. T'he assessment should provide every school system with
strong incentives to experiment, under controlled conditiens, with
new and promising educational programs, materials, devices, and
organizational arrangements.

Unless a statewide evaluation program encompasses these two pur-
poses, there is the danger that the entire educational enterprise in the
state will become stuck on dead-center. An important function of the
data issuing from the evaluation program is to gencrate promising
hypotheses to be tested through educational research. Thus, the assess-
ment system becomes an important, indeed an indispensable, stimulator

of promising new educational idess to be tried out by the schools. It
is also an indispensable basis for determining the extent to which the
hoped-for effects of innovative practices are being realized. No small
problem, however, is the perennial need to find somehow monve effective
ways to tie back research findings to school practices.

5. T'he assessment should periodically provide the state legisla-

ture and the general public with readily interpretable information
concerning the progress of the state system of education as« whole
and of euch local system.

The maintenance of sound educational programs requires the sup-
»ort of the citizens. Not only do they havea right to a periodic account-
ing of the educational benefits their tax dollars are buying ; their sup-
port for more effective educational programs is likely to be somewhat
less than enthusiastic unless such accounting is regularly forthcoming
in terms that can be readily understood.

The sixth purpose, in our view, deserves the highest priority. We
have left it for last because although it comes closest to what educa-
tion is all about, it is the most difficult.

6. The assessment program should provide basic information
for helping every student in the state assess his own progress
through the educational systems of the state, so that he can be-
come ncreasingly mature in understanding himself, his educa-
tional needs, and his future possibilities.

The prime focus of the assessment program shonld ultimately be
on the individual student. It should give him the means for develop-
ing some order in his experience inside and outside of school. It should
furnish him with the information he needs to work out his own per-
sonal and career goals aud to chart his way toward them thhough the
complex network of autonomous school systems that make up the
state system.

A central fact of the educational enterprise that is often overlooked
is the high mobility of the student population. Pupils—all pupils—
are continually shifting from one teacher to another, from one grade
to another, from one school to another, and from one school system to
another. They are thus constantly having to adapt to changing educa-
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tional environments, each with its own objectives, values, standards,.
and ways of doing things.

Since this is the case, one of the student’s primary educational needs
is for some intelligible indication of how he is doing and how he can
do better. ITe needs a means for evalnating his own learning periodic-
ally. The first concern of a statewide assessment program should be
to supply this comimon source of information for every student in the
state. The instruments and procedures for meeting this educational
need of individual students are far from clear at the present time. But
that the need is real and urgent seems unquestionable. The respon-
sibility for meeting the need must rest with the state education an-
thority if it is to be met at all,

The future and potential for statewide assessment arve tremendous..
So are the problems.
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SOCIAL ACCOUNTING IN EDUCATION: REFLECTIONS
ON SUPPLY AND DEMAND

By DAVID K. COHEN
Tnr Issvrs

The purposes of information systems in education are no different
from the aims of social accounting in health o1 welfare. The systems
are regarded as ways to make planning more rational and govern-
ment more accountable, by monitoring individual behavior and in-
stitutional performance. The underlying notion is that better informa-
tion would improve the management of public institutions, make
delivery of service more effective, render dle production of benefits
more eflicient, and increase consumer power.

Given these similarities, it is no surprise to find that the political
problems in social accounting are quite uniform. To judge from the
last five years’ debate there are two chief issues: new information
systems might further reduce the limits of privacy; and institutions
might successfully resist the collection of data on their performance.

In education, more attention has been focused on the second prob-
lTem. Tn part this has occurred simply by default. Children are accord-
ed an almost entirely dependent status in the United States, and the
ascription of such status naturally reduces concern about the protec-
tion of personal freedoms and civil rights. Because children are re-
garded as incomplete members of the polity, public institutions are
permitted to probe their performance and regiment their behavior to
a degree unthinkable in adult civilian society. The absence of much
concern about the impact of educational information systems on the
privacy of persons only reflects this attitude.

The other reason why most attention has been focused on the resist-
ance to social accounting in education is that the resistance has been
front-page news. Both the National Assessment of Education Progress
and the Equality of Educational Opportunity Survey foreshadow
social accounting in the schools, and both cases generated lively con-
troversy. Local non-participation in the Equality of I ducational Op-
portunity Survey was massive, and there was rather a nasty struggle
over the content and objectives of the National Assessment. Both con-
troversies revealed an unmistakable resistance to serutiny on the part
of the public schools. This helped to solidify the impression that the
major barrier to effective social accounting in education is getting the
systems established.

This notion is consistent with most of the assumptions that underlie
the movement for social indicators. Chief among these is the view that
one of the principal obstacles to better institutional performance? is
the absence of adequate planning, and of an adequate information base

1 This may involve effectiveness. efficiency, or better management. In a paper this general,
there is no need to distingnish among them.
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for snch planning. YWhile no one who has thought seriously about so-
cial accounts would minimize the barriers to their establishment. al-
most everyone seems to believe that if information were available it
would be a major force for change. This, in turn, rests on the view that
information on institutional performance has or could have an impor-
tant influence on decisions.

No one conld doubt that lack of information is an obstacle to
change—but is it central? Is there any evidence that the schools would
use the resnlts that information systems spew forth? Do we snffer
fr;)m a short supply of information or from a minimal demand for
it ?

I strongly suspect it is the latter, The deepest political problems
in social accounting probably lic on the side of demand and consump-
tion, not on the side of supply. On the schools’ part, this arises from
the fact that they are really not geared to utilize information on in-
stitutional performance. The organizations’ incentives and structure
rest upon other values. The schools’ resistance to the Coleman Survey
or the National Assessment wis only one symptom of their under-
lying inability and unwillingness to utilize such information.

But the matter reaches well beyond the schools, to the general prob-
lems of information use in the political process. Most discussions of
social acconnting in education seem to assume that the ontput would
serve both as po?itica] intelligence for the populace and management
intelligence for the institutions. It certainly is true that the systems
seek to improve management and “production” within government
and to increase its political accountability. By itself, would informa-
tion accomplish either end ?

Perhaps not. One might mrgue, for example, that the effect of these
systems would be to only further clog the chaunels of political inte]-
Hgence, and weaken the links between school managers and their
constituents. After all, while the revolutions in communication tech-
nology have vastly increased the amount of available information,
there have been no comparable innovations in its social consump-
tion, especially in public life. How is the deepening sea of informa-
tion to be organized, interpreted, and brought to bear on decisions
about the use of public resowrces? The established school interest
groups have some capacity to utilize information, becanse of their
organizational resources. But what of the citizenry, which is sup-
posed to govern education? Will more information make them even
more dependent on the existing institutions, and further weaken their
independent power as consumers, clients, and constituents? Will it
not strengthen the power of managerial elites at the expense of dem-
ocratic control? Will increasing the information flow further con-
tribute to the growing sense of mystificntion, estrangement, and im-
serviousness which surrounds our institutions? Or to widening the
disparity between the ubility of aflluent and poor people to cope with
public institutions ? These issues have not been probed.

My view, then, is that the two central political problems of social ac-
counting in education are the dramatic absence of much. institutional
demand for the information, und the lack of much consumer capacity
to manage, control, or digest the products of social accounting. The
most important issue 18 not how to establish new information systems,
but how to assure that the systems’ products would have some other
purpose than the amusement and occupation of people like ourselves.
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The remainder of this essay amplifies these ideas. First, I explore
the relative importance of demand and supply. Second, I speenlate on
the consequences of creating major new sources of information supply
when demand is minimal and consumers’ utilization cn{mcity is nearly
absent. Third, I try to identify and evaluate the main alternatives that
might increase demand, and the capacity to ntilize information.

In all this several important political issues—or issues with political
import—are either ignored or treated in passing. One is the question of
what utilization of social intelligence might reasonably be expected
from institutions and consumers, in a large and diverse society. There
is no more important issue than this, becanse these expectations are the
basis for jndgments that particular institutions work well or poorly.
Althongh I have little doubt that in education they work poorly, much
more thought will be required before we can talk sensibly about how
much better they onght to become. .

A second issue has to do with the technological viability of social
accounting in education. What would be measured, and why? If the
essential ontlines of the learning and socialization processes were
known—in economists’ terms, the edueational prodnction function—
this would be less diftienlt. But we do not know this, which leaves the
awlkward problem of deciding to measure things on the basis of cither
expert opinion or social consensus. There are many potential benefits,
of conrse, in having recurring measures of status and change, even on
those things we only £Aénk are important. But there also may be serious
disadvantages. Suppose an information system turned up a consider-
able number of inequalities in some edncational “input,” and as a re-
sult mnch time, effort, and money was spent equalizing the differences.
But is this worth it, if the inputs later were found to be unimportant?
Or, to put the problem more broadly: what we measure in a national
information system on schools will assune enormons importance, sim-
ply because it is being measured. Does it make sense to accord such

volitical status to information whose real importance is dubious or mun-
}mown?

I raise these issnes only to indicate that any full assessment of the
political problems with social indicators in education shonld consider
them. Unhappily, space constraints mean that I mnst pass over them
for the time being, in order to attend to the miore general issues of
supply and demand.

TIHE ABSENCE OF DEMAND

What wonld be required to show that I am incorrect, and that the
main problem was snpply, not demand? One important line of evi-
dence wonld be repeated examples that the schools have employed
available information to improve their performances, or created the
necessary deta. If such cases could be tmmed up, we would also be
able to identify those elements in the public schools’ organization that
impell them to utilize information as a means of self-correction.

Nothing of the sort scems to be possible, however. To begin with,
there is little evidence that the public schools utilize information on
their own performances to improve operations. The most impressive
example of this arises from contrasts between the history of schools’
“improvement” during the last four or five decades, and the liistory
of research on the effects of these improvements.

;;;;;;;

S L i, Hi«.};“% st

SRR OAT N AR

it




Q

ERIC

Aruitoxt provided by Eic:

82

Fver since the turn of the century, the growth of American educa-
tion has rested on the premise of some identity between the interests
of the school professionals and students. The history of the last half-
century in education might well be written in terms of shrinking class
size, rising teacher qualifications, growing specialization within the
edueationnl professions, and increasing investments in public schools.
The school professionals have pressed these changes within consider-
able success, and always with the belief that they would benefit
students.

It is no surnrise to discover that as these changes oceurred, educa-
tional researchers songht to discern their impact. The result was a
veritable avalanche of studies concerning the effects of such things
as class size, teacher experience and qualification, school size, and edu-
ational expenditures, on students’ achievement. Yet, asJ. M. Ste hens
pointed out in a recent review of these studies,? the resnlts were almost
uniformly negative. Most. of the canges that were supposed to make
good schools from poor ones scemed not to make good stndents from bad
ones. Class size, teacher experience, school expenditure, teacher qualifi-
cation, and school size almost never affected students’ achievement.

The acenmnlation of these studies serionsly undermines the notion
that the school professions’ interests are identical with children’s. But
this seems to have had not the slightest effect on school policy or prac-
tice. Indeed, despite the confirmation of these resnlts on a grand scale
by two massive national surveys within the last decade—Project
TALENT and the Coleman report—the ecducation professions con-
time to assert that the only real barrier to improved edncation is the
abscnce of adequate resources, The schools have either dismissed the
results as bad research or behaved as though they did not exist.

It might be objected, however, that this example is unfair. Most of
the research in question was unrelated to particular efforts at school
improvement, it was published in obsenre journals by even more ob-
sente researchers, and it presented no alternative paths for action. On
this view, a hetter example would center on the efficacy of schools’ en-
deavors to monitor their own efforts to npgrade performance. Perhaps
the outstanding case of this sort is the evaluation of programs to im-
prove edneation for disadvantaged children, funded by Title I of the
1965 ESEA. :

The results from most Title I project evaluations are cven more
discouraging. For one thing, they are in no way related to decisions
about program design, planning, or funding. In almost every case,
evalnation appears to be an entirely separate activity, the resnlts of
which are unrelated to the decision-making process. But even if they
were, the quality of the evaluations is such_that the feedback would
have little effect. The overwhelming majority of evalnations simply
are not designed to yield information cither on gross program cffects
or on difterential project effectiveness. They are mechanical, crnde, and
sterile; they are, in short, designed to satisfy a reqmrement for ve-
ceiving fands, not to discover what best serves the interests of dis-
advantaged children.? :

3 Stephens, J. M. The Process of Schooling: A Psyehological Examinntion, New York,
19? "l‘hocfx!)eﬁ;nl?él";.-Cvl(l\lx"xln,lwxﬁ\'\{'lows of covaluation practiee in Title I programs, The most com-
prehensive is Wholey. J., ct al.. Federal Evaluation Policy. I reviewed the issue in depth
for one state, in “Public Rducation,” in The State aud the Poor, Beer and Barringer (eds.)

Canbridge, 1970, nnQ generally in “Polities and Research : The Bvnlnation of Soeinl Aetion
I’rogrnnﬁ in Educntlox'f." Revicw of Educational Reseurch, April, 1970,
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What is more, the results ave not used in schools’ rel ations with their
clients and constitnents. I have been ableto find few instances in which
ova luation vesnlts were made available to the popnlations at whom the
programs were aimed. Indeed, there is by now a record of considerable
resistance on the schools’ part to releasing the resnits of evalnation.
even to those established citizen advisory gronps established by law
or regnlation under Title I. This, of conrse, is only one manifestation
of a mnch broader pattern of behavior among local edneational agen-
cies : they arerelnctant to make public mneh information abont institu-
tional performance.

This is not to say that the schools do not disseminate information.
They do. Their initiatives in this connection, however, are ordinarily
confined to those occasions on which pnblic support for school pro-
grams must be organized to raise new monies. And even on snch ocea-
sions, the information stays well within the bonnds of those criteria
enshrined in professional standards. The schools’ “peeds” and “suc-
cesses” are related to the.age of facilities, the qualifications of teachers,
and so on. Other information, which might ilhuninate performance
differences among schools and school systems—such as test scoves,
track assignments, or post-school work or edneation—remains a mys-
tery. I do not mean to suggest that snch information is deliberately
suppressed. Only a little is; most of it is never collected or analyzed.

The impression which emerges from all this is that public education
agencies maintain a virtnal monopoly over information on schooling.
In addition, the available information is cast in terms which snit the
interests of the educational professions. The schools themselves ex-
hibit a deep antipathy to creating or ntilizing information on institu-
tional performance. What is more, they provide little information to
clients or constituents, and none of it wonld challenge ecither the exist-
ing management of the enterprise, or its definition of edneational
quality.

The evidence on these points conld easily be mmltiplied. but there is
little purpose in extending snch a dismal tale. The important question
is why the institutional demand for information is so low and con-
swmers’ capacity to manage it so underdevel oped.

The answer is that there are few if any incentives to ntilize infor-
mation on institntional performance within public edncation. One rea-
son for this has to do with the chamcter of the incentives and con-
straints within which edneation professionals work. The public schools
are essentially a public employment system—a civil service. The cri-
teria of personal advancement in snch systems is defined largely in
terms of standards created by the professionals invoived, and very
typically center on length of service and level of professional train-
ing. Thus, the focal points for competition among teachers within
svstems are almost. exclnsively bureancratic—the amomt of work to-
ward advanced degrees, the extent of service in such non-obligatory
tasks as emriennm committees, activity in professional organizations
and activities. and sometimes specialization in a subject-matter area.
The rewards inclnde salary, promotion, and antonomy. None of this
has anything to do with individual or institntional performance.

There is competition among schools and distriets, bnt, as might be
expected in a civil service employment system, this is not unlike that
which oceurs within school systems. The object for schools is to gain

*
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a larger complement of personnel whose attributes are desirable in
terms of 1)1‘0£'essi01m] values—chiefly degrees and quality of school
attended. The schools and systems which have more people with more
such attributes are generulf_’ regarded as snperior.

Finally, status is attained notﬁ)y making better sudents but by hav-
ing them. The “better” schools and school systems are not those which
bring their students further from where they began, but those whose
students go farther becanse they started with an advantage. This does
not reflect any invidionsness peculiar to the educational professions—
it siniply mirrors the dominant social status system. What is more,
there are few alternative upward routes within the school system.
People who begin with low status and credentinls eannot rise swiftly
in_public education—by becoming influential or wealthy—as they
might in higher education, husiness, or crime. As a result, the main
paths to advancement are cither throngh serving time or gaining po-
litical power within one of the bureancracies or professional
organizations. )

Thus, all the constraints on employment for school professionals are
unrelated to individual or institutional performance. But this is hardly
the only reason why information on institutional performance is
neither songht nor utilized. Another important consideration is the
existence of an ideology that identifies school performance problems
with the clients, not the institutions. The schools operate on the explicit
assumption that the sources of childrens’ failure in school lie with the
students, their families, and their social inheritance. Although this
1s not the place to explore the sources of this ideology, it is worth
noting that it flowered as the cities’ population was swelled by do-
1estic and foreign immigrants.

The ideology is manifest in the extensive information system the
schools do maintain, Although it provides no data on the performance
of schools, there is an abundance of evidence on the performance of
students. Pupils are tested for intelligence and achievement, graded
on academic eflort and standing, and rated on a bewildering variety
of personal and character attributes. They and their parents are regu-
larly apprised of these tests, grades, and ratings, and precautions are
taken to make sure that the information is noted at home. All of this,
of course, proceeds on the assumption that the source of childrens’
academic difficulties lics outside the schools. The school information
system contributes to this notion (indeed, it co-opts parents and chil-
dren to it), as do the varions “sciences” of education, Schools are not
given report cards—they are not tested, they receive no grades, and
their social, economic, or academic standing is never threatened for
nonperformance.

This is not to say that there are no potential countervailing forces:
at the local level schools are politically accountable to the public; there
are independent accrediting organizations ; and state and federal agen-
cies have some responsibility for ensuring quality in local schools. 1t is
to sny, however, that these potential countervailing forces have little
effect. Their impotence is the third major reason why public edueation
neither demands nor creates information on institutional performance.

State education departments and the independent accreditation
groups, for example, have estublished minimum quality standards for
schools. They are backed up by sanctions, and when school systems
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fail to comply more or less drastic penalties are invoked. But what are
the standards? Do they involve institntional performance, or manage-
ment? Upon inspection it turns ont that minimal standards are de-
fined almost exclusively in terms of the school professionals’ criteria

of quality—teacher experience and edncation, adequate facilities, class
size, etc. Moreover, the state agencies, and the accreditation groups
are staffed almost entirely by persons drawn from the school profes-
sions, who therefore share the commitment to srofessional standards.
‘As a resnlt, these institntions tend only to remforce the assumption
that the only relevant measure of institutional performance is imple-
mentation of professional standards. ) _

Lay control at the local level also is constrained. The professionals
who control the edncational enterprise have developed a system of
distinctions between policy and practice which keep laymen’s hands
pretty well ont of the machinery. In addition, the sort of lnymen who
find their way to boards of cdueation throngh some citywide selection
process (elective or appointive), nsnally have enongh other things on
their minds to leep them from making serious tronble for the staff.
And even if they didn’t, the professionals serve as the sole staff for
school boards, which assures that no conntervailing power conld
emerge within the bureancracy..

A final consideration is that the mechanisms for information use
among the schools’ clients and constituents are fairly primitive. The
PTA is, for all intents and pnrposes, a captive of the professional as-
sociations at the state and national levels, and at the local level it
operates in “partnership” with the school authorities. Further, the
insulation of education from “politics” minimizes the constraints on
schools exercised through the electoral process. School board candi-
dates usnally do not rnn with pacty identifications, and while they
may build personal organizations after election, typically these are not
large or strong enough to gather, process, an disseminate informa-
tion which might undermine the schools’ monopoly. ,

Within the strnetnre of pnblic edncation, then, there isneither conn-
tervailing power that might compel the schools to ntilize information
differently, or sources of counter-information which might challenge
the schools’ monopoly. Some potential checks exist, but the organiza-
tions have so completely assimilated professional standards that they
have a precisely contrary purpose. Instend of promoting diverse
standards of quality, and competing information, they serve only to
check deviations from the existing orthodoxy.

Is there any reason to believe that merely increasing the snpply of
information would change this situation ?

THE CONSEQUENCES OF GREATER SUIPLY

There are three reasons for an affirmative answer. One is that so-
cial accounting in education wonld produce information abont tech-
nical improvements which would generate their own pressure for adop-
tion. A second is that social accounting would reveal inequities in
ontcomes and the allocation of resources, and thereby multiply
pressare for change. A third is that social accounting wonld become a
countervailing information sonrce, challenging the schools’ monopoly

in thisarea.
+'80

e .;-'.4;,_.-_5] % i ‘%‘Dw

.y




ERI

Aruitoxt provided by Eic:

86

Of these, only the first point is clearly incorrect. Social accounting
wonld be an unlikely source of information on technological innova-
tions, since its purpose is to measure status and change on certain
broad social indicators, not to identify particular innovations and
evalnate their consequences.

It is more difficult to quarrel with the other two ideas. There are
more than a few cases in which the presence of information has made a
difference in government. Where wonld the Brown decision have been
without the evidence on the effects of segregation ? Or the reapportion-
ment cases without the U.S. Census of PPopulation? Or economic plan-
ning without data on productivity, prices, employment, and consumer
behavior?

Similar examples can be produced for information as a source of
countervailing power. Federal Census information on population and
housing has been turned to advantage by advocates of social legis-
lation, ontside and within the government. Information on civil rights
compliance published by the U.S. Commission on Civil Rights has
typically been at variance with other oflicial information on the sub-
ject, and it has been useful to groups pressing for more vigorous en-
forcement of anti-discrimination laws. Labor and management see to
it that the federal government collects and publislies information use-
ful to their respective views of the economy.

But the common point in both sets of examples is that information
alone would have litile effect. It scems to become important when ap-
propriated by existing political interests. Apart from muckraking
(whicli produces horror stories of a sort unlikely to emerge from a sys-
tem of social indicators), an estimate of the likely effects of informa-
tion is really a judgment about the strength of contending forces in
a given political arena.

There are few likely sources of such strength within state and local
school systems. Ave there other potential users of social accounting?

At thelocal level, the main hope seems to be those community groups
and school reform agencies whic}l have been struggling with the schools
for the past eight or ten years. By all past standards these conflicts have
generated absolutely nnprecedented amounts of information on school
problems, and considerable pressure for change. For the most part,
however, this has been as water on a duck’s back. The public schools
have quite effectively ignored the information and resisted the pressure.
The chief results have been a really remarkable series of changes in
the ideological scenery (as reformers shifted their ideas about what
should be done with the defeat of each earlier notion), and a substantial
increase in the sense that public institutions are unresponsive. It is diffi-
cult to sec how adding more information would change anything,

The other potential user of social acconnting lies with the federal
government. There is a body of thonght which holds that America is
riled increasingly by trained managerial elites, not by the untutored
contending interests commonly discussed in textbooks on politics. As
the management of public institntions falls increasingly to such tech-
nologists, the domain for “rational” decision malking is thought to
grow. Rational decisions, of course, require sound information.

For better or worse, this vision hardly squares with the facts, at least
in education. There wasa brief spurt of interest in scientific social plan-
ning in the mid-1960’s, with the advent of PPB systems in the Depart-
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ment of Ilealth, Education, and Welfare. There has, however, been
little growth since then. Thestafl is too small to carry out the requisite
analytic work, and the information base for it is mostly lacking. The
data required for social planning activities on the PPBS model—pro-
gram evaluation and compuarative program effectiveness stucies—sim-
ply do not exist.* A system of social indicators could not provide them.

In my view, however, this is probably an incorrect way to view the
likely consequences of a national system of social accounting in educa-
tion, Although it wonld not lead to a ra dical change in the character of
federal decision making, a well conceived system conld serve the same
function as any census. It conld identify existing inequalities in school
outcomes and the distribntion of resources, and provide evidence on
their trends. Sucht information might even have some impact on deci-
sions about federally-sponsored school programs, and it might weaken
somewhat the information monopoly currently enjoyed by the public

schools.

Nonetheless, a system of social accounting would not have a major
effect on the quality of state and local educational decisions or the per-
formance of educational institutions. The federal share of public ele-
mentary and secondary school revenues is less than eight cents on the
dollar, and federal influence on state and local decisions is comparably
small. Even if a national system of social accounting were adopted,
federal leverage is not sufficient to affect either the demand for or the
capacity to ntilize information among states and localities, Thus, while
it 1s understandably attractive to focus on the relatively more flexible
federal bureaucracy, the real problems lie elsewhere.

STIMULI TO GREATER DEMAND

I have identified two critical barriers to the use of social accounting
at the state and local level. One is the absence of any incentives in-
ternal to school systems which would createa demand for the products
of social accounting, The other is the absence of any countervailing
forces, which might either use new information to affect school policy,
or use their influence to affect the schools’ information use.

Are there any ways in which these obstacles might be overcome ?

There are devices which, in theory at least, would correct one prob-
lem or the other. Perhaps the most obvious approach would be to
change the constraints on “production” in education, so that schools
were rewarded in proportion to the value they added to students’ per-
formance. Several variants of this notion have recently become popu-
lar, including merit pay for teachers and performance contracting for
schools. Such schemes create new supply standards based on predeter-
mined performance criteria. In theory, at least, these bureaucratically-
established criteria become the “demand?” which producers would seek
to satisfy.

Would such arrangements increase the demand for information by
educational producers? Since the notion of performance rewards im-
plies one (or perhaps a very few) measurable criteria of perform-
ance, all suppliers would be interested in the same sort of information

on the educational “production” process. Some of this might arise

from a system of social indicators. Much of the information demand
¢ See Wholey, op cit.
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in a system of performance rewards, however, would probably in-
volve technical innovation. Fere social accounting systems would not
be much help. '

The really important question, however, is whether a system of per-
formance rewards would strengthen the position of consumers and
clients (i.e. parents) with respect to information about schooling. One
hypothesis is that such a regulated market system would work, and
producers would disseminate information freely in their efforts to
compete for clients. But prior experience suggests that it is probably
more reasonable to suppose that producers would collaborate to mini-
mize competition by maintaining performance parity and fixed shares
of the market. They might also provide consumers with deficient or
misleading information. After nl&, if a clear and direct link between
performance and reward were established, the most sensible course
for producers would be to set some acceptable level of performance
that most could meet, and close off further competition. Indeed, even
if the producers did not take this tack, many students and parents
might. Greater productive “efficiency,” after all, would almost surely
come out of the students’ skins.

The likelihood, then, is that consumers and clients would be faced
witlh many of the same problems they confront in “free” markets
elsewhere. Much of the competition there lies not among firms to pro-
vide goods and services more efficiently, but between consumers and
firms to find out what, if any, real difterences exist among products,
there are, and what fair value is. This would not particularly help
consumers of schooling. It certainly wonld not provide a situation in
which information systems would give them appreciably moreleverage
in bargaining with educational producers.

In theory, of course, this combination of producers against free
markets would not occur. Ideally, in a performance reward system
social indicators would counterbalance the producers’ tendency to-
ward stasis, Information on the relative standing of schools’ inputs
and performance, for example—which could be easily incorporated
within a social acconnting scheme—would allow effective action
against underperforming schools.

The diflienlty, however, lies precisely liere, Who wonld take action?
The heart of the performance reward iden is that “market forces”—
1.e., the pre-established demand eriterion—would compel producers to
redress their own poor performance, Consumers would therefore really
be quite passive, The important transactions would take place between
producers and whatever agency collected information on their per-
formanes and disbursed the performance rewards. Therefore, even if
we hold apart problems of fraund. price-fixing, and deceptive adver-
tising, a performance rewavd system would not directly involve the
clients and consumers of education. Indeed, the greater technical com-
plexity might further separate them from the decisions.

At bottom, then, performance reward systems are really a form of
government regulation, in which fiscal constraints replace bureau-
cratic or political punishment as the enforcement mechanism. Are
there other schemes which might avoid some of the pitfalls of perform-
ance rewards? . ’

One possibility is establishing countervailing centers of hureancratic
power, whicli might improve the schools’ use of information and serve
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as consumer protection mechanisms, One way to do this would be to
create sizeable independent staff's for local boards of edncation. They
would have a nmn(llate to monitor the effectiveness and efficiency of
the existing enterprise, and an obligation to publish regular reports
rating schools and services. Another would be to establish regional
or state-wide units, with the same mission. Another would be to offer
public subsidies for independent citizens research agencies, akin to the
private govermment research bureaus which have been common in the
Iarger cities since the salad days of the Progressive movement.

Such schemes would have several plain n?lvantages over perform-
ance rewards. First, performance rewards involve a unitary output
standard (or at best two or three standards), but astonishingly little
is known about the “important” outcomes of schiooling. Achievement
test scoves secem to have no direct impact on performance later in life.
There may be an indirect effect, but we are not sure what it is. What
is worse, even if we knew what was “important”, people (and popula-
tion subgroups) would differ in the degree to which t}my regarded the
important outcomes as valuable. Any system of performance rewards,
then, would be arbitrary at best, and perhaps mistaken. Competing
bureaucracies, however, could deal with a variety of outcomes, at dif-
ferent times, and with different emphases. Thelr purpose would not
be to insure performance in some mechanically rigorous sense, but
to create incentives and constraints by political and administrative
pressue.

Such agencies would almost surely utilize the products of a system
of social acconnting. In fact, they might become one of the chief con-
sumers and interpreters of the new information. If the information
were national or regional in scope—as it almost certainly would be—
such agencies might gather similar data at the state or local level.
Move important, the information might actually be of assistance to
conswmers. One could argue, at least, that such agencies would avoid
the consumer exclusion inherent in the performance reward schemes
because they would rapidly discover that mere publicity was not
enough. Headlines on Monday rarely produce change on Tuesday.
The agencies might theretore try to generate support among parents
by assisting established consumer groups or encouraging the creation
of new ones. This would surely increase the availability of informa-
tion to consumers, and it might even have some impact on schools. In
theory, then consumer groups would have a symbiotic political rela-
tionship with these new regulatory agencies: the former would have
power, but not much capacity to gather or process information, and
the latter wonld have the information capacity, but not the power to
turn its product to political advantage.

The trouble with the theory s not that it is incorrect—hbut that con-
sumers are by no means the only available constituency. Even the
rosiest review of independent regulatory agencies reveals that they
tend to be stafied by people from the professions or enterprises they
are supposed to oversee, and to act as though these professions and en-
terprises were their most important constituency. This has certainly
been the case with the state school agencies and school accreditation
groups, and it even scems to be .true of the more independent federal
agencies, Apparently the only way this"tendency can be minimized
is to mobilize consumer groups and force the regulatory agencies to
work moreeflectively.
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Thus we seem to have come full circle. Establishing countervailing
bureaucratic power might impel the schools to make Detter use of in-
formation, and 1o improve their performance, and it might help
consumers use information about education. But these things seem
unlikely to happen unless the new agencies organized the consumers.
All past experience with such agencies, however, indicates that they
would be more likely to pay attention to the schools than to the schools’ :
clients. This tendency would only be reversed if consumers forced ‘
the agencies to behave otherwise, by applying political pressure.

The missing ingredient, then, i1s consumer power. Performance re-

5 T 4 .
wards and countervailing bureaucracies would exclude clients by con-

fining the regulation process to competing centers of bureaucratic
power. Or, to put it another way, both schemes would substitute gov-
ernment standards for consumer preferences. While parents and chil-
dren would remain the clients of educational institutions, they could
not have much influence on producers by changing preferences. or '

switching brands. Such power would be vested in government hands. ’

In effect, although both schemes seelt to male schools more respon-
sive, and to create better information use, both might founder on
their exclusion of consumer interests. This should be no surprise. ‘I'hese
schemes propose to affect schools’ behavior by constraining the terms
under which schooling is supplied, but students and parents are not
suppliers of education. Thus, government regulation of supply leaves
them as passive bystanders to the process of their protection. It ofters
them neither incentives nor new avenues for informing themselves, or
for policing the action of various government agencies.

No amount of government regulation could remedy this difficulty.
The only way to increase either the consumers’ ability to utilize infor-
mation, or their power to compel public agencies to do so, is to increase
consumer power. This would involve altering the constraints on de-
mand, rather than secking to further regulate supply.

To be precise, it would require that parents could choose among
schools.

CONSUMER CHOICB IN EDUCATION

There are a variety of mechanisms that would allow conswmner choice.
One would be permitting small groups to receive State subsidies 1f
they wished to establish public schools; another would be elimination
of zoning requirements for public schools, and allowing parents to
choose among them freely; a third would be to permit community or
other groups to subcontract with the existing school systems to operate
all or part of a school. Finally, parents could be given tuition vouchers,
which would allow them either to choose among existing schools or to
join with other parents to form new enterprises. Vouchers are prob-
ably the most effective device.

Any of these would be rather a large step. While government regula-
tion of the supply of public goods is no novelty, consumer choice among
public service producers is almost unheard of. In my view, however,
it would be most likely to sharply change the schools’ pattern of infor-
mation use. For one thing, tuition vouchers would provide a simple and
direet incentive for schools to do the things they promise becanse the
vouchers wonld give consumers the power to go elsewhere. This is the
same sort of incentive as performance rewards (i.e. money), but the
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consumers, not the State, would control the incentives. As a result,
they would be much better sitnat2d, and more motivated, to demand
information on the schools’ performance.

This is not to say, of course, that there would be no tension between
consumers and producers, or that producers would not try to control
information, or present it in the most advantageous terms. It means
only that consumers would have a weapon that would give them some
bargaining power with schools, and some reason to combine to secure
good information. That is, it would tend to encourage the formation
of consumer protection groups, since parents excrcising choice among
products would desire some independent assessment of the alterna-
tives. A review of consumer behavior in other markets, however, sug-
gests that this would be far from a universal phenomenon.

Finally, it is worth noticing that vouchers would work even where
serformance was measured in different ways by different schools. Un-

ike the performance reward schemes parent choice wonld require only

that schools do the things they promised. Although some of these things
might elude a purely quantitative system of social indicators, many
would not. The information system required would be more complex
than in a performance reward scheme, but that would hardly dis-
courage the advocates of social accounting. More important, the in-
formation that was collected would be of interest to both consumers and
producers.

Tuition vouchers would not produce perfect information use, or any-
thing approaching that. Individual consumers are always at 2 dis-
advantage when they confront large, organized enterprises, and this
would be no exception. Indeed, there is good reason to believe that even
with a system of client choice, it would be essential to also have an
independent government agency to collect, process, and publish in-
formation on schools, what they promised, and how they are delivered.
What is more, all the schemes I have discussed leave untouched the
problems of differences among population snbgroups in the capacity
to use information. While parent choice would help most in this re-
spect—because it would enconrage consumer unions, rather than leav-
ing individnals isolated—differences would surely persist.

Given these problems, however, empowering consumers seems to
hold the greatest promise. It would be most likely to increase citi-
zens’ power to utilize information, and their ability to compel schocls
to do the same. It would, in a word, improve both the school’s demand
for information, and the consumers’ abi ity to utilize it.

CONCLUSIONS

This paper has been a preliminary foray into a complicated area——
the political barriers to social intelligence in education. My argument is
that the main obstacle to social accounting is that schools are not ovga-
nized to ntilize such information, and that at present consumers have
no way to change this. Of several possible remedies, the most promising
seems to be consumer choice among schools. This would provide a sub-
stantial incentive for both schools and consumers to seck and utilize
information.

Of course, this is very abstract. Loosening the constraints on con-
sumer choice might also affect racial segregation, economie discrimina-
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tion, and church-state relations. Avoiding problems in these areas
might require some constraints on consumer choice, and one does not
know what eflect this would have on information use. It also is pos-
sible that bureaucratic regulation schemes would work much more et-
fectively than I have suggestecd, or that there are better ways to create
countervailing power than those I mentioned.

In each case, it would be worth the effort to find out. And perhaps,
the most important point we can emphasize is the need to experiment
with new institutional models. Were different ap{proaches to con-
straining supply and unconstraining demand tested, we might learn
a good deal about the behavior of schools and their clients under
changed conditions.

The reasons for such experiments are far from trivial. We live in a
society that has always ofticials subscribed to the notion that reason is
regularly and successfully applied to public affairs. Indeed, the last
decade has seen a rising interest in the application of systematic intel-
ligence to society. Studies of the future, of social indicators, of PPBS,
of evaluation are only a few manifestations of this.

I have no doubt that the next decade or two will see an enormous
increase in social information. But our capacity to manage and apply
this information lags dangerously. This is a problem of social and
political—not machine—technology. Our invention of ways to pro-
duce and process information accelerates, but our ability to digest
and utilize it does not. Many resources are committed to the technology
of gathering and processing information, but few of its social
utilization.

Thus, while I am an avid advocate of more and better social in-
telligence, experimentation with new organizational forms seems much
more important. I say this because the inventors and interpreters of
information systems have a responsibility beyond simply creating
them. Information, afterall,is social, and the rationale for its existence
is its social utility. If there is good reason tto believe that new informa-
tion will not be very useful because it will not be used, it would be
perverse to do no more than continue to generate it. The more sensible
conrse would be to devise ways to increase the chances for its
utilization.

This course would not be easy. It would require efforts to understand
and overcome the schools’ resistance to the application of organized
intelligence and their resistance to their clients’ preferences. But not to
do so may in the long run be worse. After all, what better way could
be devised to undermine the case for social intelligence than to gather
and pile it up in situations where there is little hope for its use?
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A CRUCIAL ROLE FOR THE NATIONAL INSTITUTE OF
EDUCATION

By WILLIS W. HARMAN AND THOMAS C. THOMAS

These remarks are addressed to the questions of what kinds of disci-
plined inquiry would be most relevant to the changing demands on edu-
cation, and how the proposed National Institute of Education might
best contribute toward this end, In particular, they point out that
expectations implicit in the discussions surrounding NIE proposals
suggest an inquiry more far reaching and of significantly ditferent
character than is implied in most cirent projections of educational
research.’

EXPECTATIONS FFOR NI1E AND CONDITIONS FOR TIIEIR REALIZATION

A society demands that its educational system meet its goals and re-
solveits problems. As a consequence, times of social change require that
educational priorities and functions change. This is almost a truism, as
we can see by recalling a few of the past demands on the schools—to
provide training in the new industrial and mechanical arts, to assist in
the Americanization of immigrants, to contribute toward raising sag-
ging American prestige in the post-Sputnik days. Thus, in addition to
the standard demands resulting from the educational needs of a mod-
ern complex society, special demands on the eduncational system arise
from perceived social problems of the “seventies,” and from contempo-
rary goals. Their diversity, if not their quantity, is shown by the fol-
lowing needs.

To increase the ability of the disadvantaged to contribute to
the society (economically, but also in other ways) by raising edu-
cational achicvement.

To assist in the reduction of political and racial conflict.

To develop in children the qualities for successfully coping with
an uncertain future (self-directed learning, flexibility, ability to
think in terms of alternative courses of action, strong self-image
and high seclf-reliance, self understanding, responstbility, well
developed moral sense).

To meet more stringent criteria of effectiveness and social ac-
countability at o cost the society will bear.

NIE's proposed task is to strengthen educational research effective-
ness in ways that will contribute to the resolution of these problems
and, thereby, to reduce present dissatisfactions with the educational
system,

171, J. Cronbach and P. Suppes, “Research for Tomorrow's Schools” report of the Com-
mittee on Xdueational Research of the National Academy of Edueation, Maemillan, 1969.

2 R. E. Levien, “National Institute of Edueation’” report on the first phnse of a planning
study for the proposed institute, U.S. Office of Edueation, January, 1971.
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An interesting parallel can be made with the case of agriculture.
A century-old national policy to strengthen American agriculture
through research and development has produced results that are judged
outstanding by most criteria. Through nationally organized and
funded laboratories, experimental facilities, and demonstration and
training sites, agricultural produectivity has been increased dramati-
cally and the quality of many products has been 11111)}'0\79(1. This ex-
ample has often been cited to argue that a similar policy in education
could produce equally outstanding results.

This may not be a realistic expectation. If success is to be measured
in terms of increased productivity and product quality, agricultural
research has unquestionably been conspicuously eftective. However, if
these same accomplishments are evaluated against such social goals
as equality of access tohigh quality agricultural products, or improved
econoniic position of smail farmers and agricultnral workers, or hus-
banding of the country’s agricultural lands, the assessment is not
nearly so positive. Therefore, it is important to realize that, in the case
of education, it is precisely such broad social goals that are the pro-
posed assessment standards, Frurthermore, where the agricultural fune-
tion is localized to farms and distribution systems, the learning
function is diffused throughout the society with only a fraction taking
place in the formal educational system. Thus, the narrowly focused
educational research we have known in the past—even if vastly
increased in quality and amount—may not greatly affect the overail
educational process in the society, or assist the educational system to
more nearly meet the demands being made on it.

Yet historical precedent gives us ample reason to believe that dis-
ciplined inquiry, imaginative program development, and the adoption
of suitable management techniques, can enable us to resolve problems
and to achicve goals once those problems and goals are adequately de-
fined. If NIE is in fact to address its efforts to the broad aims out-
lined in the President’s 1970 Message on Educational Reform, plan-
ning must reflect the unique characteristics of a disciplined inquiry
that could cleal effectively with the tasks, If NIE is focused on frac-
tionated problems and partial goals—for whatever reasons of initial
design, diseiplinary limitations, or political expediency—the outcome
will inevitably be another cpisode of expectations raised and not
realized.

The nature of the questions that must be addressed implies two
significant diflerences between the anticipated work of NIE and most
past scientific and educational research :

(1) Educational issues must be examined in the context of
broad societal issues and problems (for which we have to date
only inadequate formulations and models).

(2) Exploration of those issues is essentially a moral inquiry,
for education isalways directed to some end.

‘We propose to examine the above differences, and their consequences.

TIE SOCIETAL CONTEXT OF EDUCATIONAL ISSULS

The preponderant tendency in educational inquiry is to agree that
educational issues can be meaningfully examined only in the broad
social context—and then to take actions that indicate we do not really
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believe it. There are various reasons for this, including bureancratic
limitations of responsibility, the intimidating complexity of the larger
problems, the traditional partitioning of knowledge into disciplines,
and narrow definitions of what constitutes rigorous, value free
research.

Onr intent is not to devalue the numerous merits of current educa-
tional research, but to highlight the fact that the lack of broadly fo-
cused research cripples the formulation of effective educational policy.
It is important to note that these two approaches are complementary:

(1 a) broadly based research on the whole educational system and
on the interaction of education with other partsof the society, and

(b) more narrowly focused component research in such areas as
currienlum, pedagogy,and learning theory.

The former is nceded to guide the latter, and the latter gives sub-
stance to the former. Thus the question is not whether we need broad
systemic inquiry énstead of subsystem component research ; it is, rather,
how to accomplish the extremely difficult, but critically needed, sys-
temic studies an'd experiments.

Without belaboring the point, let us summarize five commanding
reasons why edncational issues must be seriously examined in the con-
text of broad societal issues:

(1) Most serious educational problems are components of more
pervasive social problems, and hence can be adequately under-
stood only in the broad context.

(2) The entire society educates, so that formal educational ex-
perience is but a component of the whole.

(3) The range of actions of the formal educational systems is
constricted by influences from the larger society.

(4) Limited formulations of a pr(ﬁ.ﬂem may limit the range of
means soughit for its resolution.

(5) Optimizing the achievement of subsystem goals without
reference to the larger socictal (systemic) goals may not be most
advantageous or sufficient.

It may be illuminating to examine a specific example to see how
these points apply. Consider a question of current concern : the cumula-
tive reading deficit of poor children, particularly minority-group
children. .

Although therc have been many studies examining many aspects of
the reading issie, the results to date offer little basis for expecting
that snch reascarch will lead to new programs effective outside the
%ﬁ)erimental classroom. Some of the possible reasons are suggested

Ow. -

(1) Fducational problems as components of pervasive social problems

The difficulties minority and poor children experience in acquiring
reading skills are related in part to the broad phenomenon of mainte-
nance of an “uniderclass” in which blacks and browns are significantly
overrepresented. No adequate models exist of the mechanisms account-
ing for the persistence of this underclass; the ways in which the sense
of hopelessness is transmitted from one generation to the next; the
eflects of community, teacher, parent, and child expectations on stu-
dent achicvement; the basic cultural assumptions about what kinds
of edncating and socializing experiences should be provided and
when ; the effects of a multitude of physicial, psychological, and social
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circumstances on aptitude, energy, and motivation. Isolated findings
exist relating early environmental stimuli to cognitive development,
infant nutrition to intellectual aptitude, and so on, yet there have been
no overall frameworks into which these findings have been incor-
porated to yield productive broad-based strategies.
(2) Entirve society educates »
The child’s personality, motivations, attitudes, skills, and knowledge
are influenced by all the social forces acting on him—attitudes and
beliefs of the immediate and larger community, relationships with
peers, television and other media, advertising, and contacts with the
world of business. His ability to cope with his social environment of
which reading ability is but a component, is a function of all ot these.
Hence an effective strategy for developing this ability may have to
include much more than reading-devélopment techniques per se.

(8) Educational actions constrained by society

To be effective, actions and programs within the school require
financial, institutional, and moral support by the larger society. I’res-
ent reward structures and other system characteristics malke it unlikely
that programs that have proven successful in individunal cases, but
change normal operating patterns (e.g, older children teaching
younger ones) will be widely used, while other repeated failures, which
conform to normal operating patterns, (e.g., reducing class size)
continue to be repeated. This tendency is heightened by a dilemma
conunon to all social experiments in a political environment: “If a
problem area . . . is unpopular and/or unimportant, experimentation
should not and/or will not be done; but if it is popular and importaut,
action will not wait for experimentation.”

(4) Limited formulation of the problem

Definition of & problem as “low reading aptitude” is likely to lead
to consideration of a much more limited range of alternative strategics
than definition of the problem as “a society that perpetuates a low
self-fulfillment, low social-contribution underclass.” The reading prob-
lem may turn out to be more successfully dealt with by a tangential,
systemic approach than by a head-on reading techniques approach
alone. A more comprehensive approach might include such features
as relaxation of specific capability goals ut definite grade levels; re-
ducing the amount of sovting-and-labeling in connection with learn-
ing; altering the environment of high stakes competitiveness (which
nught require reexamination of the economic system) ; earrying much
further the idea of free nutrition for needy children and pregnant
mothers ; making educational toys available in homes with small chil-
dren, laying down guidelines for advertising on children’s TV pro-
grams; increasing employment opportunities for older minority youth
who can read ; using more of such young people m lelping to teach
younger children; and other ways of afferting those factors which we
already know from past research to have a bearing on the learning
aptitucles of young children. Further, the systemic analysis in a broad
contest is an 1ndispensable prerequisite to effective targeting and plan-
ning of more narrowly focused rvearch.

aP, M. Timpane, “Fdueational Experimentation in Natlonal Social Pollcy,” Harvard
Bducational Review, vol. 40, No. 4, November 1070, p. 605.
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(5) Suboptimization

Tixamining potential systemic changes (rather than only having
more narrowly directed reading programs) would make it likely that
overlap and continuity requirements would be adequately dealt with
(more likely than in the case of Head Start, for exnmplef, and that
second-order consequences (with regard to child-aduii relationships,
side effects in family and community, impacts on school administra-
tion, and so on) would be anticipated and programmed for,

The above discussion secks to illuminate the synergistic nature of
our social organization and how one seemingly small educational is-
sue—reading mastery—aflects and is affected by social issues and
problems that appear to be far removed and unrelated to it. We have
yet to develop adequate methodology and tools with which to address
social issues within their more holistic contexts. Thongh the task is
dificult and the way largely nncharted, significant improvement of
educational problems awaits such research development.

Lducational Research as a Moral Inquiry

A prime function of publicly supported cducation in the United
States is to implement the chosen goals of the nation. This implies two
things above all. The first is that the central purpose of education is to
enable persons to function effectively within the social context of their
time, The second is that the ultimate goal of the educational system,
as it is of the nation, is the well-being and self-fulfillment of the indi-
vidual. “A paramount goal ... is to guard the rights of the individual
to ensure his development, and to enlarge his opportunity. . . . Our
enduring aim is to build a nation and help build a world in which every
human being shall be free to dedicate and develop his capacities to the
fullest.” + Further, education needs to be futu1-c-orientec}—for today’s
infant will be an adult in tomorrow’s very different world.

Whereas the task of education is to develop a set of coherent and con-
sistent educational objectives and a plan of action toward their achieve-
ment; the overall task of educational research is to provide the knowl-
edge and understanding that will contribute to their realization. The
objectives need to be responsive to the historical moment with its unique
social problems and challenges. It needs to reflect the experience of
the community and to be consistent with the basic tenets of the nation
and of Western political tradition.

Thus educational research is essentially a moral inquiry. Its task is
to develop the most advanced methodology and to provide the scien-
tific knowledge that will implement the noblest values of mankind.
The tasks of research—from selection of topics, to choice of methods,
to interpretation of results—are shaped by the implicit premises and
values of the inquirer. In order for educational research to be con-
sistent with the nation’s tradition, the goals must be selected in an
open political process. Thus analysis of educational research objectives
and strategies needs not only to be a moral inquiry, but an open moral
inquiry. That is to say, not only is examination of the value 1ssues and
the implicit premises that lie behind them central to the task, but
open examination of them is essential in order to arrive at agreements
on common action (even though common perspectives may not be

4 Report of the President’s Commigsion on Natlonal Goals: Goals for Americans, Prentice

Hall, 1960 ; p. 1.
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shared.) The authority of the researcher-as-expert will not go unchal-
lenged in this field. '

To pursue the inquiries shaped by these principles requires:

(1) That the inquiry itself involve many people, of different
backgrounds and in different positions, to share perspectives and
test judgments

(2) That the inquiry must be guided by a set of values and goals
that are basic to the common zndeavor which has for two centuries
been called the United States of America

(23 That the inquiry be intimately linked to action, not only in
projecting consequences but in testing them as well.

(4) That decisions regarding such tested consequences be deter-
mined in the open forum of public debate.

These inquirics need to explore areas where massive injustices exist,
as with minority groups and the poor; where the unintended conse-
quences frequently outweigh the intended ones, as in the applications
of new technology; where the pursuit of limited self-interests destroy
community potentials. Also they will need to appear responsible to the
establishment and legitimate to the dissidents.

Examples of Research Questions

What kinds of research questions, being a moral inquiry into the
societal context of educational issues. would be relevant to the sorts of
needs deseribed in the President’s Message on Educational Reform?
Some illustrativeexamples ave:

e What changes would Lelp to reduce inertias and rigidities in
the educational system and foster a greater degree of experimenta-
tion and an ability to meet problems with adaptive change?

o What cducational objectives could be inferred from present
educational practices and results (as opposed to what educators
claim as their objectives), and how do they look in terms of the
kind of world the child will be living in as an adult?

« What. in terms of those objectives, are the most satisfactory
models of human growth aud learning?

e To what extent may present educational objectives, philoso-
phies, and practices be contributing to the occurrence or severity
of such social problems as ecological irresponsibility, racial preju-
dice, unemployability, national disunity, and the like?

e What alternative ways can education be structured in order-
for business and industry, government, schools, the media, ad-
vertising, entertainments, the courts and prisons, to be considered

~ together as one vast educating system?

e As only one of numerous educating influences in society, what
educational functions should the formal educational system em-
phasize ? How can those functions best be accomplished

e How—in view of the changing work environment—can a
planned evolution of the structure and function of vocational, or
continuing, or adult, or higher education best take place?

® What are the comparative advantages and disadvantages of
retaining the present sorting-labeling and gate-keeping functions
that edneation performs for the society, compared with dropping
some of them or shifting them to other institutions of society?
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e What are the present patterns of rewards and sanctions in
the educntional system, especially with regard to experiment an
innovation, and what are feasible modifications?

o What sorts of changes will be necessary in the schools to
restore a widespread feeling of logitimacy ?

e What are the alternative choices with regard to increasing
the accountability of the educational system to the society, and
what are the basic issues involved in making the choice?

NIE’s Role in Educational Reform

The vast task of restructuring and reform of the educational system
will require concerted action and commitment throughout the socicty.
''ho contribution of o NTE that functions in the traditional mode of an
isolated collection of educational researchers, bounding their problems
to the classroom or even to the educational system, would be limited.
The impact of a NIE that addresses the larger propositions and the
broader issucs of human endeavor will be significant.

It is clear that increasing the effectiveness of the tenchiing process is
not enough. The major problems the society faces today are in some
mensnre a conseqience of past edneational “snecesses”—in edncating
“good workers” for the industrial system and “good consumers” for the
cconomic system whose per capita jmpact on the environment has
renched an all-time high and also in labeling, early and indelibly,
those who wonld not fit into the mainstream.

The results of NIE’s resenrch program eannot be limited to the ap-
parently amoral one of increasing the eff ectiveness of the educational
system—it must incluctably incrense effectiveness toward some social
moral gonls, explicit or implicit. In a time when all social goals are
being re-exnmined (e.g., economic growth, nationnlist imperinlism,
exploitation of nature, the “technological imperative”) and basic prem-
ises and value postulates questioned (e.g., the “seientific” or “economic”
rechictionist view of man), the issue is particularly critical.

We have emphasized the need for NIE to do research that will result
Jinopen and continning examination of edneational gonls for the entire
society and the interaction of societal and educational problems. This
s not. because we feel that n large fraction of the research money needs
to be devoted to these issues. Rather, it is_because the lendership
function in NTE and in education in general must be supported by
the type of research that has heen described. Broad systemic research
and more narrowly focused component reseavch complement each other
hecause the formev is needed to guide the design and application of
the latter, while the latter gives substance to the former.

Thus our remarks have profonnd implications for the mission of
NIE, the structuve of the organization, the choice of the director and
top staff, the planning and evaluation functions, and part of the re-
search lprog_vmm. The implications are much less for the bulk of the
researeh work that will he done, TTowever, even here, we expect NTIS
to be sensitive to developing ways that may make the component
rosearch more interlocking nnd additive than has been true in the past.
Our recommendations for NTE’s mission are broad, but no less broad
are the demands of society upon education.




THE DESEGREGATION/INTEGRATION DILEMMA IN
HIGHER EDUCATION: IMPLICATIONS FOR RESEARCH
FROM MINORITY STUDENT EXPERIENCES

By JUNIUS A. DAVIS

Political and legnl forces are pressing for the demise of the racially
dual system of ligher education as it has existed over the country.
The nation’s traditionally white colleges and universities, essentially
liberal in natwre (and probably femful of loss of federal funds),
appear to be moving with vigor to add blacks and other minorities to
their student bodies. Among traditionally black institutions, with the
exception of n few (generally new) black separatist colleges, connts are
made each fall of the number of white students, and the results are
proudly spread in thelocal press.

The eflorts of the separate institutions to attract students of atypical
racial origin vary, of course; yet, conversations with admissions ofli-
cers frequently suggest unusual efforts. At one noted traditionally
white Southern public liberal arts university, “integrated” for fifteen
years, black recruiters have now been added to the admissions oflice
stafl, over three-fomths of the travel budget assigned to that office
for recrniting was reportedly used for seeking black applicants last
Year, and two separate visits were made to every predominantly black
1igh school in the state. A prestigious private university assigned, on a
per-student basis, approximately soven times as much of its financial
aid resources to black students as it did to white students. A small
private church-related college used its black students to interview pros-
pective black applicants, and conducted almost 900 interviews in one
recruiting season—a nunber representing move than half their total
enrollment.

Yet, such efforts as these should be evaluated by the results they
produce, rather than by the magnitude and cost of the activity. In the
case just cited of the public university, the vigorous recruiting efforts,
directed at a high school senior population of some 20,000 Blacks,
resulted in about 250 completed applications but only 131 enrollees,
representing less than three percent of the tctal entering freshmen
at the institution. The adinissions officer at the private university
complains that inadequate financial aid resonrces are a major factor
in keeping his proportion of black students down to less than four
percent of the student body. And the budget oflicer at the small private
Institution calenlated that some 72 hard-sell interviews were needed,
on the average, to produce one black student signed, sealed, and
delivered.

Desegration gnidelines and compliance requests directed by Fed-
eral sonrces to higher edneation institutions have made some sug-
gestions toward improving the situation, involving such activities as
selective recruiting, and attention to black athletes and black conching
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staff's. Confronted with the enornity of the problem, one wonders if
these kinds of efforts are enough.

'That progress has been slow is attested by data compiled by the
Oftice of Civil Rights on race of undergir;'mluate enrollment. For ex-
ample, in the ten traditonally white public universities in one mid-
Soutl state noted for its relatively moderate climate on integration,
only 1.6 percent of the undergraduate enrollment in 1968 (the date of
conduct of most recent published survey) was non-white ; private white
universities and colleges in the same state that year show even lower
proportions of non-whites. Whites in _the traditionall black institn-
tions in that state in 1968 represented 0.6 percent and 0.1 percent of
the undergraduate enrollinent in public and private institutions re-
spectively. Local surveys in the current year show some improvement,
but nothing dramatic by any single institution or group of institu-
tions.

It therefore seems that neither the traditional freedom of choice
of college, as opposed to the principle of assignment in public lower
education, nor vigorous cfforts by the institutions, nor federal pres-
sures have removed the color line in institutions of higher education
to any degree. It is the essential thesis of this puper that the real and
subtle barriers to equal access to higher education are strong and per-
vasive, and that ambitions programs of research—at the national, state,
and institutional levels—are needed toward determining what new
forces may effectively produce a reasonable integration of higher edu-
cation, and beyond that, may provide reasonnble opportunities for
honest and societally usefnl personal und intellectual growth and de-

velopment.
Is Sclectivity in Admissions « Deterrent to Desegregation?

One factor that must be recognized at the outset. is that American
higher education, though characterized as sufliciently diverse in con-
tent and academic/intellectual level as to provide a wide range of
tolerance for individual differences, is a hierarchial system from in-
stitution to institution. Some institutions are blessed with more ap-
plicants than spaces, and maintain vigorous efforts to preserve this
situation in the nume of “quality”; the traditional criterin used by
the gatekeepers or admissions oflicers are indices of past academic per-
formance and scores on standardized tests of academic ability and
achievement. Natwral forces of institutional development, and the
foens by the gatekeepers on the traditional )'an'(lst-iclcs (past grades
and scores on tests) have resulted in a situation where in most states
the lowest ranking admitted freshman in one institution is higher on
the admissions indices than the highest rnking entering freshman
in some other institution. That this practice Lhas some justification is
shown by thousands of studies finding relationship between standings
on admission indices ns freshmen and academic survival in a partic-
ular college or univerity ; that supply and demand factors color what
levels of promise are required in any particular institution is shown by
the variation among institutons in the avernge leével (and range) of
students accommodated. The problem for black students is too well
known: on traditional tests they perform at significantly lower levels
than do white students.
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The major purpose of this paper is not to deal with the question of
the nse of potentinlly restrictive admissions criteria with minority
groups, or with the validity of these criteria for cultural minoritics,
These questions have been frequently raised, and thoronghly studied;
implications for continuing or expanded research are relatively bar-
ren. It can be snid that, in the public colleges of the state wherein we
have focused our recent series of investigations, there is evidence that
admissions officers in traditionally white institutions are accepting
much lower levels of performance on tests for black applicants than are
required for white applicants (although higher records of perform-
ance in secondary school are typical for admitted black students).
Second, there is no evidence that tests have less validity for predicting
acandemic performance of black studeuts than they do for white stu-
dents; in fact, applying white student prediction formulas, and hence
white-based standards, to black applicants tends to give itigher rat-
ings of promise than they achieve.!

Thus, it is confidently predicted that tests and the gatekeeper funec-
tion are not particularly relevant targets for inquiry or restimecture,
Conventional tests are constrncted by a search for items that discrimi-
nate between those who later do well in conventional programs em-
loying the usual teaching strategies, vs. those who do not do well; it
s diflicnlt to locate cases where black students have been denied ad-
mission because of test scores (although those with high scores are
ubstantially wooed by armies of recruiters), and it is easy to demon-
strate that admissions officers have opened doors to lower scoring black
applicants.

The Real Issucs in Descgregation/Integration of Iligher Education

The December 15, 1970 draft of the “Preliminary Plan” for the
proposed National Institute of Education cites as a national priority
the “increased equality of educational opportunity,” * and sketches a
program clement concerned with problems of the disndvantaged in the
context of the preschool and the public school periods.® The focus of

‘the present paper is not only on the higher edueation period, but also
on activities of direct concern for, and subject to implementation by,
higher edncation institutions and agencies. The significant issues for
higher edueation scem, to this writer, to be two-fold :

(1) The problem of desegregating higher edneation must be
viewed at least in part as a matter of changing those subtle but
real social and personal forces that prompt eultnral minorities
in the self-selection sitnation to apply, if at all, principally to in-
stitutions that traditionally accept them; toward broadening per-
ceptions and vistas of higher edueational opportunity; and, to-
ward improving access for minority students;

(2) The problem of integrating higher education must be
viewed as a matter of the effective accommodation of atypical
stndents, through the creation and nrovision of learning environ-
ments that are conducive to honest growth and development for
cultnral minorities, whatever their deficiencies.

1A summary of the maln findings of research concerned with the appllenbility of
stanidardized tests to black applieants for college Is given as an appendix to this paper.

1lovien. R. E.. Natianal Insti‘ute of Fducation: Preliminary Plan for the Proposed
Inatitute, Washington : The Rand Corporation. e, 13, 1070, p. 23,

3Jbid., pp. 37-00. o
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“Atypicul” Students: What We Delieve T'hey Are Telling Us

The “atypical” student, or the student in a vacial minovity for any
particular campus, is & new phenomenon. As an uid to agencies and
mstitutions anxions to increase the proportion of atypical students,
wo decided in 1969-70 to seelk out such students on & number of cam- ;
puses, and discuss at length with them separately and together why j ~
they had chosen their particular colleges, what expectations and :
anxieties they may have had prior to enrollment, what they had found
and experienced. The answers to these questions from even those few
on the leading edge of the higher education desegregation movement
might, we felt, be helpful in suggesting more effective recrniting and
educational treatment methods.

Our information on the “atypical” student in the traditionally black
college—in this case, the white student—is seanty. Qur concern was
with entering freshmen, in the usual age range; intensive searches
for such students were made in all public and private black colleges
within the mid-Sonth state that was the target for our inquiry.
But, as we closed in on campus after campus, with traditionally black
colleges in the state enrolling almost 235,000 students, we found only
five individnals—two athletes, a Puerto Rican, an anxious and hos-
tile yonng man who ran away, and a student from a midwestern
state who had not realized the college was black until he ecame for
registration, and who was too proud to rvetwrn home. The others were
adults from the campus noiglllbm'hood, usually in part-time stndy;
fucnlty spouses; graduate stndents (generally teachers or students
who had experienced difliculty in getting admitted to more selective
professional schools) ; or exchange students.

Our conversntions shifted to the faculty and administration. This
produced some inventory of snggestions: achieving inroads by cve-
ning courses in ofl-campus buildings associated with white traflic or
in white neighborhoods; greater attention to sequences of courses em-
phasizing local salable vocational skills: greater efforts to keep mili-
tant black students under control, or to avoid by whatever means
public display of strife that would alarm pavents of prospective white
students; the attraction of white townspeople to campus cnltural
events, toward showing the college as a community property rather
a black property; and, upgrading of programs to make them more
attractive to whites.

Thus, it wonld seem that within the state studied, progess in de-
segregation of the traditionally black institutions is not as great as
the very modest gains that public records would indicate have been
made, and that the attraction of white students is a particnlarly difii-
cult task. It would seem that ambitions programs of research and
development should focus on such problems as the change of college

. image; the search for new programs (perhaps in such areas as com-
munity service) that woul(ll be equally attractive to Whites; studics
of information imparting and more effective recruitment strategies;
or, perhaps, experiments in the creation of totally new institutions that
could start in a color-free tirndition, :

Our attempts to locate and enter into substantive discussion with |
black students on tiaditionally white campuses were more successful.

Heavy use of black professional staff was made; and, we acquired a
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corps of black upperclassmen from the thirteen target institutions,
commissioned them to work with us, and trained them in interview-
ing and reporting methods. These students returned to their cam-
puses, to conduct and report formal intorviews of more than 160
freshmen. Wo also invited groups of black students from a larger
number of institutions to day-long discussions (electronically re-
corded) among themselves and with black professional stadl, Wo be-
lieve the strategy in asking blacks to enter into discussion of intoerests
and problems with each other, while organizationally maintaining a
low profile, was successful in preventing the vehicle of the research
project from being used as a platform for presenting preconceived
views and demands for “party-line” solutions—that is, the infor-
mation exchanged among *hemselves seemed personal and sincere, and
an unmistakable integrity of feeling and conviction came through in
most instances.

What, then, did these students tell us or exhibit to us?

With regard to reasons for choice of college, we detected in those
black students entering the traditionally white senior colleges or uni-
versities n variety of creditable responses, Like black students entering
black institutions, there was a restriction of geographic mobility;
they choso colleges that were near their homes. A few noted that a
nationally ranked black athleto called attention 10 the fact that the
institution was for all the people. Many of the enrolled students stated
that through a good offer of financial aid they could comfortably
aflord to study at that institution ; some had obviously shopped around
and had taken the best offer of aid they could find. As has been found
with white students. the guidance counsclors in the secondary schools
seemed to have little recognized impact on the individual’s choice of
college, although tenchers were frequently cited as influential, par-
ticularly those in English and mathematics.

At the same time, some reasons frequently given by white students
were understandably missing—that is, parent or relative, an alumnus,
or choice of the institution by a close friend. There was no strong
evidence of parental involvement in the choice of college.

But. more important than these considerations was a host of under-
lying themes that may be designated as the “white is good” syndrome,
or the relatively blind association of quality with the white institution.
Permeating many of the discussions were statements that selection
of a white collego was influenced by a desire to get. the dest education—
sometimes the hest general education, or, more frequently, the best
edueation in a specific field—and thero was the seemingly natural
assumption on their part that this ruled out Negro colleges. Some-
times this was stated dirvectly: sometimes in other ways (e.g. “It
doesn’t mean anything to flunk out of a black college; you know
you've failed when you flunk out of a white college”).

"That this “white is good’* syndrome—a label the blacks in our study
would surely object to—permeates the culture and activities in the
predominantly black high school or black community is the finding
that when it becomes known that a black senior has been accepted by
a white college ho is given a kind of superstar status: his name s

»osted conspicuously ; he is presented, cont and tie, at student assembly ;
10 is perceived by peers as one who really made it.
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Another frequent theme was that the individual black student has a
high level of professional aspiration in which education is seen as
instrumental to entry. One said: “I want to be an engineer, and I’ll
be competing with whites; I want to be ready for that.”” Another from
a predominantly white high school said: “I want to be a jonrnalist,
and my English teacher smd the best school of jowmalism was at the
(white) University.” In this context, it shonld be noted that other
studies indicate that most of onr interviewees had achieved exemplary
high school records, whatever their admissions test scores. In short
we believe we were dealing with young people who had experience
academic snccess, and who could consequently shoot high comfortably.
The absence of perception of quality, among our subjects, in black
institutions is somewEat alnrming (incidentally, almost two-thirds
reported they had also applied to black institutions and had been
accepted).

Our data do not permit any safe generalizgtions about the impact
on choice or aspiration, of prior experience in integinted vs. segregnte(i
high schools. FFor those blacks in fomr-year colleges or nniversities, a
little more than half came from schools with at least token desegrega-
tion. It was clear, however, that few had experienced what they per-
ceived as a close or personal relationship with white individuals or
groups, and that our group contained few if any who had been active
in racial disturbances in the schools or who had experienced tramna
from racial unrest. Instead, some l'e{)orted high hopes at the time of
choice of getting away from any danger of ugly confrontation by
moving to the “raceless” white university setting, and many stated
that in shooting for a role in a white or color-free world they felt they
needed to and would learn how to “get along” with whites.

Thus, onr black students seemed at the point of college entry to be
reasonably confident and unfearful; excited about their forthcoming
opportunity to get a first-class citizenship; and open to color-free
friends and culture. What did they find?

Our personal interviews were with freshmen toward the end of the
first year; onr group discussions were with sophomores, juniors, and
seniors. The major, and most significant and undeniable, though sur-
prising, aspect is that ewperience in the white senior college or univer-
sity in most cases (there are some significant exceptions) seems to lead
the student toward an increasing awarencss of his blackness, toward
an identity not with all people but with black people. One student,
asked how he had clmnge({ since coming to college, put it simply : “I’ve
become bitterer and blacker.” What do their comments and reports
indicate may be responsible for this turn-ahont? )

Some comnients indicated that a part of the “becoming blacker”
phenomenon is the simple fact that blacks are an identifiable minovity
m the student bodies. (Sno student said: “I want to show myself as a
Negro more—we are so few.” Another said: “It’s nice to be around
somcone of your own race—I don’t know what I'ddoif I was the only
black at this university.” . .

Another contributing factor—and, in any case, a major problem in
its own right—was the limited range of heterosexual social oppor-
tunity most blacks found. On most campuses, black students reported
unusual efforts among themselves to have their own place for informal
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socin] activities, or expressed great frustration at ha ving to go back oft
campus to make the broader friendships white students found a nat-
ural on-campus benefit. They, like white students, sce college not only
as a period of preparation for adnlt work role but also as one where
hetorosexunl activities are erucial to personal growth and satisfaction.
On the canpnses, heterosexnal social life and institutionally organized
or sanctioned events—e.g., the big dance—are conspicuously white.
One black student, a popular athlete, placed the critical point of self-
(t]nestioning at a party weekend: “I wanted to go with my (white)

viends. but I couldn’t get a date—and suddenly I found myself ask-
ing, “What will they think if I try to dance with their white chicks?’
Then I thonght: “Will they be insulted if I don’t?’ It ended up that I
got so upset I got sick and conldn’t go anyway.”

‘Another observation was that many of the black students experi-
enced ovents in which they perceived a racial prejudice divected to-
ward themselves, with resnlting alienation from students in general
and refuge among the more separatist black upperclassmen. One black,
a valedictorian in a white high school with token integration, came to
campus for the first time two days early to soak np the new dreams of
fraternity and eventual success. Ie reported a late evening stroll the
first evening, and confrontation by wcarload of whites of stndent age
who stopped and yelled: “Hey, Nigger, what are you doing here?”
Suddenly, he reported, the campus didn’t seem as safe, and lie ran to
his room and remained locked in withont food until registration. Al-
though he reported he felt better later, the event was traumatic and
had placed nm on guard. Another black student was convinced that
indignitics of freshman hazing he had experienced personally were
overt attacks beeause of his color, At the very least, the blacks we inter-
viewed frequently seemed toappear particularly sensitive to any rebuft
in genernl m give-and-take with white students; at most, there prob-
ably were somo genuine slanders that could only serve to call attention
to prejudice where they had least expected it. One thonghtful student
observed: “They (white students) arc half-way prejudiced . . . just
aetting so they can partially conceal it.” Another, strangely but plain-
tively enougly, snid: “The white students here ave friendly to me only
because I'm black.”

The data scem to suggest that some of the problems black students
oxperience are rooted in_differences of background and experience
between the members of the white and black subcultures. Many more
of the black students may have held and needed to hold jobs; values
and interpersonal styles are known to vary as a function of socio-
cconomic background. One student expressed his reaction this way :
“Phe white students here are a bunch of pampered, prejudiced punks.™
The impartial observer can see that boys from the poor side of town
could only view the majority culture of peers in college as panty-
waists. Another black freshman said: “I've become cold, hard, ernel.
caleulating. prejudiced. unfeeling, (obscenity meaning blatantly de-
ceptive) ; [ harve to be just like the whites in order to swrrive here.”
A third observed : “To come to (name of University) for a white man
means a continuation of the fantasy they cail life: but to a black com-
ing here, it is an awakening to the deficiencies of our society and to

the great necessity for change.”
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In spite of the fact that black students in the target institutions in
general are known to have lower academic averages and higher at-
trition rates than their white student connterparts, we could detect no
groundswell of fecling of oppression by academic demands, or un-
usunl concern about performance. Most seemed to have expected that
nendemic success wonld vequire hard work (althongh most had said
they had had no information before entry as to how hard they would
have to work); and, although this perception did not change with
experience in college, we could seldom detect dissntisfection with
grades, or apprehensions about not being able to retain good standng,
o frnstration from the amount of effort required. Recommendations
for easing the adjustment of future generations of black students cen-
tered on the interpersonal elements of college life, not on tutoring or
special remedial efforts. That the difference in levels of performance
was recognized may be attested by the frequent observation that the
Black with outstanding grades is of the white establishment, and &
poor recrniting prospect for active membership in the campus black
brotherhood. A few felt some instructors were prejudiced, but more
rencted to the unexpected medioerity they had found in some of their
teachers,

Feelings about black courses and black faculty seemed to echo, but
only to ccho in our context, the well-known demands. One student
noted that in a hard-won course covering work of black poets, the
black students dominated the discussions, yet the white stndents at
written exam time got the good grades. Many seemed to feel that their
new experience with whites in itself helped them to identify unique
aspeets of their own cultural heritage.

On the matter of supplementing the one or two black instrnctors on
most of the campuses with additional black instructors, the black stu-
dents—particularly the upperelassmen—scemed to feel that the college
could only be a white institution; and, that black faculty must choose
cither to become part of the establishment, or to become part of the
blaclk student sub-culture, losing their ntility as their black spokesuen
cither way. The answer, then, was “more black instructors, of course.”
But the stndents’ outlook for changes they felt needed if move black
faculty members were obtained was bleak.

The black upperclassmen in particular seemed to hold strong per-
ceptions of the college administration as the epitome of white estab-
lishment and therefore natural enemies. One student noted that his
university president, whom faculty and other administrators in the
area rogm'({ as most. liberal and creatively and honestl;; dedicated to
all students, was an impossible and prejudiced opponent: he had been
asked by the black student group to designate a place and to provide
$3000 to decorate that place for black students. ‘&’ou know the Presi-
dent runs the college, but he hedged with all this (nonsense) about
budget and trustees . . . we hit. the white businessmen in town, and
had onr $3000 in two days, and then we made him give us a room inthe
stndent union by sitting in his office until he did.”

Such instances can be interproted as selfish requests for special con-
sideration by immature militants, who use improper means to aet what
they want; or, as evidence of a reasonable student. naivety about the
tota] responsibilitics of an administrator, and the ways budgeiary and

other decisions must be made in a wniversity setting; or, as the black
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students interpret it. The significant observation is, the writer feels,
that as the progressive polarization of black students ocenrs, the task
of responsible nniversiy officinls becomes more difficult; and, that as
particular needs becone more ncutely experienced by a particular sub-
culture, the more that sub-eunlture is solidified and the more it wmay
regress to whutever characteristic ways within the sub-culture redress
is achieved.

Earlier and more biased interpretations of the black stndents #is--
vis administrators were held by the writer until he entered into n long
discussion with an aggressively militant black student leader with
whom he seemed to have achieved special rapport. ‘This student doen-
mented nt great length the special efiorts at his college to keep athletes
academically eligible, and to provide special privileges tjhut were
denied other students, Yet, he reported, the college and administrators
professed publically the primacy of the academic and hnmanitarian
goals to which that college was committed, and their special interest
In inereasing and accomodating thhe ranks of black students on
campus. The black students, it wonld scem from all owr evidence, are
not unaware that federal pressures, rather than desire to serve them,
may have bought them a place; and, that the American university
has, and cannot hide from students who feel discriminated against,
actual practices which run ccunter to cherished philosophies,

Within the data mass produced by the reports of interviews and
recorded discussions, the writer can find no evidence that the black
students see any special instructional efforts by faculty, or any special
programatic treatment, that is to them worth noting. Similarly, they
seem to attribute no facilitation or easement of black student problems
to white students. This may, of conrse, be & matter of limitations of
awareness or of what they fecl appropriate to disenss, or a function
of all the forces that increase their ({istmst and dislike of whites (more
than one-third of the interviewees stated, when asked if their attitude
townrd whites had changed, that they had become more distrustfnl or
hostile).

Instead, there seemed to be a rather remarkable reconrse to becom-
ing more independent, or to their black brothers and sisters. The
resulting solidarity appeared, in the reports of activities of Movement
groups, to result more in group effort to help the black newcomer and
each other swrvive the academic and social rigors than to provide a
vehicle for agitation or presentation of non-negotiable demands.

It was noted carlier in this paper that there were exceptions to the
plienomenon of increasing polarization as a correlate of experience
on the white campus. Very occasionally, these were individual—e.g.,
the student with superlative academic record. More frequently, the
exceptions were instetutional.

The strileing exceptions were the students from the (four) two-year
public institutions. Their representatives sat almost open-mouthed in
the groups as the four-year college representatives talked. One, from
an institution with only some eight percent of the student body black,
stated expressly that before he had set in on the discussions, he had
never thought of his two-year college as predominantly white. This
feeling permented the attitudes and reports of the students from the
community colleges.
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Consideration of the many possible explanations, made in the light
of the data, suggests to the writer that one critical factor may be the
community and non-residential nature of these institutious. In a real
sense, the black students never leave home. The heterosexual social
pmbfems are solved by community rather than college resources.
Another factor may be that these institutions are more frequently
tuned to accommodating vocationally-oriented students, and that the
aspirations of the black (and white) students entering are less complex
and more eftectively facilitated by the educational program. Another
may be the remedinl orientations, and the absence of discrepanc in
test or past performance levels between white and black enrollees.
Whatever the reason, the absence of strife, and the degree of affiliation
by the black students with their institution, is rather remarkable,
particularly against the common observation of a decade or more ago
that prejudicial activity against Negroes was more likely to be
exhibited by whites who were in fact threatened by black academic
and occupational competition.

Confronted with such speculations, however, some of the black
representatives of the senior colleges and universities could not agree.
Instead, they tended to attribute this to the absence yet of the
emereence of black student lendership. “Sooner or later,” one student
predicted, “a leader will rise up among them, and then you’ll see what
we’ve been telling you.”

The finding, 1f the writers interpretation is correct, of a kind of
institution where integration, rather than desegregation, appears to
be occurring, can be viewed as comforting by many who are concerned
with a new social order dedicated to equality of opportunity. Yet, that
the numbers of blacks in the more senior institutions that provide
intellectunl leadership for the nation are so few, and that their
oxperiences take on the colorations noted, strongly imply that there
is much research, development, and innovation aheaﬁ of national
interests and the real needs of all our citizenry are to be served.

The initial postulates presented in this paper—that some critical
barriers to equal access to higher education in our society are subtle,
and that new kinds of instructional strategies and learmng environ-
ments must be achieved—iwould seem to be aflirmed.

Federal involvement in equal opportunity must, it would seem, go
beyond legal coercion, and beyond massive financial support of indi-
viduals and institutions as they pursue their usual goals in their
characteristic ways. The proposedPNationaI Institute of Education
nust, as a federal agency, assume some leadership role in implemeting
research and developmental activity directed toward:

The more effective pre-college preparation of the disadvantaged by
owr public schools, through program elements such as those already
proposed in the Preliminary Plan.*

The more cffective recruitment of disadvantaged to higher educa-
tion opportunity, through studies of what factors motivate disad-
vantaged to choose “atypical” higher education settings, and through
showing how the findings may be implemented.

The more realistic orientation of disadvantaged to higher educa-
t-iomil opportunity and to the demands liigher education will make
on them.

4 Ibid., pp. 57-60.
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The more effective educational, socinl, and personal treatment of
“atypical” students in institutions of higher education, toward facili-
tatimg the integration of these students into the mainstream of college
and American life, in modes feasible to employ in our higher educa-
tion settings,

The determination of better administrative and management
strategies for higher education in providing for the needs of disad-
vantaged students as well as of other students.

At the institutional level, the eflective resolution of the more diffi-
cult problem of helping the traditionally black institution to become
an equal partner in the national higher education enterprise. ‘

The more successful infusion of programatic solutions into a kind
of American institution hide-bound, to a remarkable oxtent, by its
belief in its tradition, self-sufficiency, independence from outside
pressure, and capability to solve its own problems; and, at the same
time, the better mobilization of the nevertheless rather ramarkable
resources of American higher education institutions to aid in achiev-
ing the programatic and societal evolution necessary to make equal

opportunity a reality. \PPD. DIX
£ CNDIX

Suanmary or Resrarcit oN VarLirry or Tists ror PrepicTiNg Aca-
peMIC Prrroryaxck 1N Corpkar or CurruraL MINORITIES

The question of the meaning of scholastic aptitude test scores for
blacks or other cultural minorities is not new, and a number of rele-
vant previous research studics are available, either as part of the pub-
lished literature or as unpublished institutional stu({ies. The writer
feels it is safe to say that the following conclusions, briefly docu-
mented here, tell a major story.

1. On scholastic_aptitude or achievement tests, Negroes at'a
point permitting the beginning of college training tend to score
significantly lower than Whites.

This fact is too well known to require documentation ; a recent rele-
vant statement, however, is that by S. A. Kendrick (1968), who has
estimated that “not more than 15 percent and perhaps as few as 10 per-
cent of Negro high school seniors would score 400 or more on the ver-
bal section of the SAT (Scholastic Aptitude Test of CEEB). Only
1 or 2 percent would be likely to score 500 or more.” It is indeed this
fact that is the pressure, if not the justification, behind current black
student demands for abolition of test barriers. For, if tests are indeed
used to screen applicants, more Negroes than Whites will be screened
out.

2. Published studies of the ability of SAL to predict grades of
black _students in predominantly Negro colleges, however, show
that SAT is as 'va;z'(l in this kind of situation as it is for whites
in predominantly white institutions.

Typical of studies reporting this finding is one by J. P, McKelpin
at North Carolina College, who reported (McKelpin, 1965) in his study
of SAT and high school grades for predicting (black) students’ per-
formance at his institution (italics in original)
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The predictive validitios based on the data for commonly wsed
preadmission var:ables are as high as those wsually reported for
college freshmen . . . the SAT scores acrount for about 6 per-
cent of the variotion in the grades cxplainable by the data. from
the preadmission variables . . . when first semester grades are
the criterion. SAT srores give a fair appraisal of the dereloped
ability of students entering (predominanily Neqro) colleges.

1t is true, however (probably heeanse of the gross differences het ween
racial groups nated before), that the use of tests directed at lower edu-
cational levels than the entering college freshmen have seemea more
nseful with Negroes in some instances. For example, a recent unpub-
lished paper by John IHills of Florida State University and Julian
Stanley of Johns Hopkins (Hills and Stanley. 1968) is abstracted by
t'o anthors:

The two subtests of Tevel 4 of the School and College Ability
Tests (SCAT) for achool grades 6-8. are shown to predict fresh-
man-year grades in the three predomnantly Negm enedueational
colleges of a Sonthern state considerably better than did the
Scholastic Aptitude Test (SAT). which was too difficult for ap-
proximately one-third of the enrolled freshmen. Relative improve.
ment in multiple correlation for SCAT compared with SAT
lessened when high-schonl grade average became one of the three
joint predictors. apparently hecanse high school grades of SAT-
undifferentiated students supplied some of the missing intellective
components.

3. Although relatively few stndies have yet been done of the
validity of SAT to predict grades for black students in infegrated
colleges, the arnilable eridence supporia the conclusion of no
difference in the lerels of predictive ralidity of SAT for blocks
ra. arhites in anch ivatitntrops. but also that if white-based pre-
diction formwlas are applied 1o blacks. these studenis as o grovp
tend to perform. below the predictions,

In the first sophisticated sndy of the predict®ve valne of SAT for
Negro and white students in three integrated v eges, Cleary (1968)
summarized her findings:

In the two ecastern enlleges. no significant differences in the
regression lines (SAT predicting grades, blacks vs, whites within
a single institntion) were found. In the one college in the sonth-
west. significant differences were found, but it was the Negro
scores which were over-predicted. Thus. in orve of the three schools,
the Scholastic Aptitnde Test was found to be slightly biased. bnt
hiased in favor of the Negro stndent.

The ‘hias’ in favor of the Negro gndent in the Cleary study was a
result of finding. in effect, that at one of the three schools. Xegro
students with a given SAT score and high school rank made 7ozrer
grades than white students with identical SAT scores and high school
ranks. Thus if & predicted level of performance is nsed in selecting
among applicants. Negro applicants selected wonld achieve lower
actual performanee levels than their white eonnterparts, though they
would more likely be admitted.
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A similar finding has been obtained by L. B. Wilson (1969), who
has studied performance and other characteristies of black vs, white
students in fonr College Research Center institutions. He coneludes
on this aspect of hisdata:

An analysis of the reletionsiip between Predicted Freshmen
Grade (combining the Adminissions variables—SAT-V, SAT-M,
Achievement Test average). indicates that traditional adissions
criterin tend to he at least as correlationally valid for black stn-
dents as for entering students generally, There is morcover some
evidence that predictions made on the basis of standard for-
mlae may tend to overestimate the first-year performance of
black students in the several colleges studied.

Sven more convineing are studies within the last year hy Temp
(1971) and the writer (yvet unpublished). Temp collected data on black
ve, white students in thirteen enlleges over the country, and con-
cluded : “If prediction of (. . . the grade point averagre in eollegv)
from SAT scores is hased upon prediction equations suitable for
imajorit v ctudents, then black students, as a group. are predicted to o
abont as well as (or better thian) they actnally do.” The writer ob-
tained similar findings in six public ingtitutions’in a Southern state.

A\ survey of the literature ‘v_v Flaugher cites a review by Kendrick
and Thomas (19¢0), and notes a host of stndics—Boney, (1966):
Hille, Klock, and Lewis (1963) : Roberts (1962, 1964) : Stanley and
Porter (1967): Olsen (1967) : Cleary (1968): .\lnrgnn (1968) : Mun-
day (1963): Thomas and Stanlex (1969) : MeKelpir (1965) Funches
(1967) : Perlberg (1967) : and Peterson (1968). These have involved
SAT. tests of the American College Testing Program. and other
similar college level tests—both separately and in combination with
high school grades. Rather than finding in these any evidence of re-
dueced predictive validity (than that typieally found for white stu-
dents) Flangher notes that test scares predict as well for blacks, and
that in a large number of instances they provide better estimates of
performance in college than do high school grades—a finding that may
reflect the kinds of secondary schools that as recently as several years
ago most blacks attended.

Flangher alzo notes a number of applications to prediction of job
performance—Tenopyr (1967) : Grant and Bray (1970) : Camphell,
Pike. and Flar zher (1969)—where tests are found to overpredict, not
underpredict job performance when applied to non-whites. Tenopyr
(196%. p. 15) calls it “anfair discrimination (which) hiowever, would
favor. not penalize. the Negroes.” Flangher adds the explanation af-
forded by Rock (1870) that motivation toward achievement. in college
is typically a white middle-class phenomenon, and that nen-whites
may not be as likely “to utilize to the maximum what aptitudes they

csess.” There mayv also be problems of less adequate preparation,
poorer study <kills, and the intrusion of anxictics that may arise from
being in a real minority in the majority college enlture. A1l this recent
evidence indicates, as in the first Cleary study. that the nse of SAT or
similar tests may lead to accepting Negroes who are poorer academic
risks than lower-scoring whites who mav be excluded if similar stand-
ards are emploved. This is not. to state that such admissions should not
take place: rather these findings are cited to show an absence of evi-
dence for the frequent claim that. tests are biased against Negroes. For,
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if there is a bias, it is in the social and edueational system in which
these students were reared.

4. 1f one attempis to make a case for bins in academic tests
because certain subgroups of the population make lower scores
than others, the cridence points to deficit as a result of cnltural
disadrantage rather than as a result of racial origin,

Cleary and Hilton (1968) stndied performance on the Preliwiinar;
Scholastic _Aptitude Test for grde 12 students in integrated hig]l
schools. When blacks were compared with whites of similar socio-
cconomic levels, they concluded :

From the bivariate plots of sums of itxms scores, it was ap-
parent that there were few items producing an uncommon  dis-
crepancy between the performance of Negro and white students,
It nmst therefore be conclnded that. given the stated definition of
lvin? tlic PSAT for practical pnrposes is not biased for the groups
studied.

5. Experience with special remedial programs for high-risk
students, (€.q.. students whose test scores indicate high prohability
of necdemic failure). or atlemplts to improve test srores (and
grade performance) by special eoaching, scem. to indicate that ot
the rery Teast wunnsual efforts will be needed to improve academic
performance,

For example. after reviewing a large body of the literature on re-
medial education in the commmity junior college, Roneche (1968)
conelndes:

The large majority of students who enroll in remedial conrses
fail to complete those conrses satisfactorily and are doomed to
failure or are foreed to terminate their education. In one typical
California public junior college. of the 8Q percent of the entering
students who enrolled in remedial English. only 20 pereent of that
number continned on into regular college English classes.

In a study of the effect of well-contrived and intensive instrue-
tion (thongh of short term duration from 4 to 6 weeks) ‘n the kinds of
cognitive tasks involved in scholastic tests, S. 0. Roberts of Fisk Uni-
versity and D. B. Oppenheim of Educational Testing Service found
(Roberts and Oppenhieim. 1966) with students with inadequate in-
struction in the past. that “it does not seem reasonable to expect that
similar short term instruction given on a wide scale wonld be of sig-
nificant benefit to disadvantaged students.”

6. From. institution o inatitufion. and from year to year, the
specific raliditios of preadmission indices will vary.

This is the matter ¢ widespread experience: it probably results
from a combination of factors: differences in enrrienla. heterogeneity
of students. difference in nstitutional evaluational styles. ete. (This
matter assumes added importance in the present context, however. for
it is reasonable to assume that if an ability-free system of instruction
were developed. then onr present conventional tests of ability wonld not
be relevant to predicting snecess in that system.)

7. Among senior colleqes and wnsrersitics orer the country or
in many sfate systems, the traditionally black institutions tend fo
hare students of lower test and high achool performance lerels
than are qgrneratly achicred by Black students aftending tradition-
ally white institutions: on leats and performance indices howrerer.
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the weans of xome institutional groups of black studeals wre
higher than the corvesponding menns of some other institutional
groups of .chite students,

No published reports of this pattern in higher education ave known,
although it has been noted in l\l(‘ public schools within state or Lirge
city systems, (Documentation for a state system of higher edueation
will he available shortly in a report in_preparation by the writer.)
The major implications are two-fold: First, there are traditionally
white eolleges where many more black students than apply would not
appear, from preadmissions measnres, to be at a competitive digad-
-antage—althougly, these are smaller, frequently private, schools that
are not as active as others in reeruiting hlack students. Second, the tra-
ditionally white institutions are nevertheless erding the top of the
black talent pool. if talent is measnred traditionally. and many tradi-
tionally black institutions will shortly be able to demonstrate the cffect
of lower levels of talent than they have previously enjoyed,

What may be drawn from these conclusions, if they are indeed cs-
sentially correct? The writer feels strongly that further exhanstive
study of our present tests and potentially vestrictive admissions pro-
cedures take ime, energy. and more importantly. attention away from
the real isene. That is. we need in higher edueation to focus instead on
the study of eurricular, instructional, motivational, and total ednea-
tional environment strategies that may ease or void whatever enltural
disadvantage exists, and that may permit real and rewarding learnins
experiences for these students. Then, research involving tests shonld
be directed not toward proving that our current measurement proce-
dures are biased or are not biased, but rather toward creating new
measures that may facilitate their identification of what settings and
what instructional strategies are cffective with what kinds of stn-
dents—with behavioral objectives set in terms of the needs of society.
not. in terms of the sceming limitations of certain identifiahle sub-
groups.
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WOMEN IN ACADEME

By PATRICIA ALBJERG GRAHAM

American colleges and miiversities, struggling to acenstom them-
selves to the state-of-siege mentality in whicr, it scems, their present
and fature work nmst he carried ‘ont, are in for another round of
crisis—this one dealing with the “woman question.” In colleges and
nniversities thronghout the comtry, high pressure has been applicd by
women intent on seenring rights equal to these of men in academic
yosition and preferment. In this atinosphere, many academice admin-
istrators mmust look wist fully back to the first two centuries of higher
edneation in the United States, when women were simply exeluded
from collegiate precinets. From the fonnding of IHarvard in 1636 to
the opening of Oberlin in 1817, it was not [lmssihlc for a young woman
to attend college in this country. By the mid-19th century, some Ameri-
can colleges had begun to admit women to their classes. in response to
wessnres similar in some respects to those effecting higher education
in the United States today. One source of the pressure was ideologi-
cal—the conviction that women were entitled to the same educational
opportinities as men. From this stimulus. which. sinificantly. was
contemporancons with the abolition movement. came the establishiment
of certain colleges designed specifically for women, and of others
which admitted both men and women. But the major impetus for
women's higher education came in the second half of the 19th century,
a time of dire economic need for many colleges, ennsed chiefly by
shrinking masculine enrollments. The sag in college attendance was
attributed to the Civil War, to economie depressions, and to dis-
satisfaction with the college enrriculum. College trstees and presi-
dents saw women as potentinl sources of tuition revenues that would
permit the colleges to remain open. The principal reason, then.
“or the 19th-century breakthrongh in admitting women to colleges
with men was economic rather than ideological, and these circum-
stances were not highly condueive to developing plans that would
take particnlar account of the edueational nc('({s of women. Even such
state institutions as the University of Wisconsin first ndmitted women
din:: the Civil War when many men students had joined the army.
In the present movement toward coeducation at some of the well-
known single-sex colleges. particularly Princeton. Yale. Vassar. and
Sarah Lawrence, economic considerations are agnin an important basis
for the decision to admit members of the opposite ses. The current
financial dilemmas of many colleges and universities are well known
Imt the cure is no longer simply a matter of enlarging the student body.
Althongh these institutions are not short of applicants. some of them at
lenst. believe that the most ontstanding high school graduates are
choosing other. coedneaticaal colleges because of a desire not to be
isolnted from voung persons of the opposite sex. This is an economic

See footnotes at end of article.
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argmment. of a rather more sophisticated type. based on cousiderations
of hmnan capital. In some cases the admission of women follows by
severnl decades the abolition of quotas for.Jews and. more recently. the
initiation of eflorts to admit blacks. Again. the parallel with the mid-
19th century is striking: the women’s rights advocates rode the coat-
tails of the abolitionists mnch as the enrrent feminists are trailing the
black power movement.

THE CURRENT SITUATION

What, then, is the current sitnation for wonten in academe ? Women
constitnte abont 18 percent of the statls of institutions of higlier edu-
cation, being distributed prineipally at small colleges and nniversities
and in the lower ranks of other institntions. They tend to he coneen-
trated in sueh ficlds as edneation. social service. home economies, and
nursing. For example. 6 of the 11 women who were full professors at
the University of Chicago in 1968-69 (there are 464 men full profes-
sors) were in socinl work. .\t present 2 percent of the full professors
at. the University of Chicago are women. m contrast to 8 percent at the
tnrn of the century, when Chieago was (agit still is) one of the top half
dozen universities m the nation. Alice Rossi reports? that 30 per-
cent. of the Ph. D.’s awarded in sociology go to women bnt that only
1 pereent of the full professors in sociology in tap gradnate schoolsare
women. 5 percent are associate professors. and 39 nereent are subpro-
fessorial appointees. such as “researeh associates.™

After the Civil War very few colleges were established solely for
nien. the major exeeption being Roman Catholie institutions. The most
important. women's colleges were still in the East, where traditional
institutions of the Ivy Leagne—as it wonld later he ealled—dominated
the edneational seene: these. on the whole. saw no need to inclnde
women. In the West, where endownients were small or nonexistent and
the financial pressures were greater, resistance to the admission of
women was meh less, There the eritieal institutions were state nniver-
sitieg, and by the tnrn of the century most were coeducational. There.
too, the denontinatinnal colleges, limited as they were in endowments
and dependent upon tuition, and now in competition with the less
expensive public institutions, frequently became coedncational. The
arzument 1s sometimes nade that the important role the wonien on
the frontier played is snbstantially responsible for the greater degree
of coeducation m the West. Although this may have been a factor, it
seems not to have been as determining a one as the economic considera-
tions. or as the nascent. women’'s rights movement, which was heavily
centered in the East. Well into the 20th century the single-sex colleges
in the East remained the prestigions places for young women {o be
edneated. ’

By 1920 women constituted 47 percent of the undergradnates in the
conntry an‘l were receiving roughly 15 pereent of the Ph. D.'s. Tn 1930
the proportion remained ahont the ssme. Today wonien constitute only
40 pereent of the undergradnate student body and receive abont 10 per-
cent of the doctorates. The total number of students. of conrse, has in-
creased enormously during these years. Althongh the perrentage of
women receiving doctorates is rising gradmlly from a low in the late

Ken footnotes at end of article.
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1950°s and early 1960, it still has not reached the high attained in the
late 1920%s. Various siudies have also shown that between 75 and 90
percent of the “well-qualified™ students who do not go on to college are
women.

The 2 percent figure for the proportion of full professors who are
women also applies at Stanford Tniversity, where 15 percent of the
eraduate students are women, At Colimbia University, which has
probably granted more doctorates to women than any other institution
and has for yemrs envolled a high proportion of women in its gradnate
departments (about 20 pereent), just over 2 pereent of the full profes-
sors are women. Barnard College, the women's nndergraduate division
of Colmbia, which has its own facnlty, for many years in the first
third of the 20th century hired women primarily, as did most of the
other women's collegres, Since World War 11 the proportion of men pro-
fessors has risen steadily, Barnard still has a higher proportion of
woimen on its faculty than any other of the “Seven Sister” colleges
(only six of which have separate faculties), probably because there are
more highly educated women in New York City than in Sonth Iadley
or Poughkeepsie. The representation of women at Barnard in 1968-
69 in the professional ranks is still weighted heavily at-the bottom, with
women constituting 82 percent of the nonprofessorial teaching staff,
64 percent of the assistant professors, 54 percent of the ascociate ‘)m-
fessors, and a mere 22 percent of the full professors. Nonetheless,
Barnard still has a woman president, whereas only one of the other
five faculties (\\'ellcsloy? is presided over hy a woman. Mary I
Bunting heads Radeliffe, but it does not have a scparate faculty. In the
last & vears men have replaced women presidents at Vassar, Bryn
Mawr, and Sarah Lawrence. Both Smith and Monnt ITolyoke have
men presidents, Kirkland. the newest bidder for prestige as a women’s
coordinate eollege, hasa man president.

Recent studies, such as Helen S. Astin’s,? indicate that, contrary
to the dire pronouncements of some graduate school officers, women
who receive Ph.D.’s are likely to use them in a professional capacity.
Ninety-one percent. of the women who received doctorates in 1957-58
were emiployed in 1964, and 79 percent of them had not interrupted
their carcers during that time (2, p. 57). Even more startling to those
of hoth sexes who assume that the reason women are not in better posi-
tions is that they do not publish enongh is the research of Rita Simon,
Shitley Merritt Clark, and Kathleen Galway,? which showed that
married women Ph.D.’s who were emploved fulltime pnblished slightly
more than either men Ph.D.'sor unmarried women Ph.D.’s.

Other stndies, such as one made by Lindsey R. ITarmon and another
by the National Aeademy of Sciences (NAS), report, on the basis of
varions measures. that women doctorate holders have somewhat greater
academic ability than their male counterparts.* Further, women
who were married at the time of receiving the Ph.D. were more capable
academically than their nnmarried female contemporaries, None-
theless, the fate of married women Ph.D.’s is somewhat disconraging.
The NAS report states:

“In general. the rate at which women achieve the statue of full professor is
alower than for men. the average lag varying from two to five years in the hio-
seiences and up to much as a decade in the soeial sciences, There is a marital
status difference also, Considering data on women for all fields combined. the

See footnotes at end of article.
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sfugle women lend the married ones by five to 10 years. At any given time, 10 to
;'::. ::-:_t_x-nt more of the single than married women have achieved full professor

Not surprisingly, the NAS also found that the salaries received by
married women in general were 70 to 75 percent of those received by
men at the same interval after receipt of the doctornte. Salaries of
single women were more variable, but on the average they wern some-
what higher than those of the married women, thongh still markedly
lower than men’s salaries.

POSSIBLE EXPLANANTIONS

Diserimination. One can think of various explanations for the con-
sidernble discrepancy bet ween the ability and the professional position
of women I’h.D’s One possibility is overt discrimination, but obvious
disregard of women scholars is not as common today as it was in ear-
lier vears. The confident announcement of a senior professor in a lead-
ing history department less than 10 years ago that, as long as he was
a nrember of the department, there would never he a woman profossor
in it was at the time accepted without a nainmur. Iis view held sway
until his retivement. Now, in that department of nearly 50 full-time
members, one full professor and one assistant professor, both in exo-
teric specialties, ave women. Explanations given by the department for
the absence of women from the populous fields of Iluropean and Amer-
ican history are vague. For many years about 15 percent of the grad-
uate students in that department have been women. The diserimination
is now much more subtle and less easily conntered.

Internal ambivalances. Preeminent amonyg the reasons for the poor
representation of women in the higher echelons of the professional
world is a psychological-cultural one. Ellen and Kenncth Keniston of
Yale University have written perceptively abont the “internal ambiva-
lences™ that most American women feel about combining career and
family.* These ambivalences are especially acute in the years be-
tween 18 and 25, years which, in this society, men generally devote to
intense preparation for o carcer. For women these years are likely to
be a time in which seek aflimation of their femininity, an activity
likely to be at variance with sericas voeational commitment. These
activities are certainly not the only ones young people engage in. but
they are likely to be the ones invested with the greatest psychic energy.

Some young women are able to do gradnate work and to do it well
in these vears, but few pass throngh this period without severe qualms
about the desirability of planning for a demanding professional iive.
Men, too, are beset by a variety of doubts during these years, mt for
the majority of them, at least, academic success does not bring snb-
stantinl psychic pmbioms as it does for women. Matina Horner has
recently given unfinished stories, identical except for the name of the
protagonist, to groups of young men and women for comment.® In
one set “Bill” is at the top of his medical school class; in another set
“Anne” is at the top. Both the young men and the yonng women be-
lieved that Bill was headed for a bright and happy future whereas
many believed that Anne would face many problems as a resnit of her
academic achievement. Matina Horner concludes,

See footnotes at end of article.
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“For women, then, the desire to achieve is often contaminated by what 1 call
the motive to aroid succcss. 1 define it ag the fear that suecess in eompetitive
achievement situations will lead to negative consequences, sueh as unpopnlarity
and loss of femininity.™

To expect young women to buck the cultural standards for females
is to demand of them much move than is expected of any man attempt-
ing to succeed in his field, since men are supposed to be successful. The
problem for young women is not eased by the fact that they see few
women occupying positions of importance in the academic, profes-
sional, and business worlds. Some of those who are there are unmar-
ried, and few young women deliberately choose the single life. Others
are the rare individuals who manage to marry a brilliant and suecess-
ful hushand, have five children, write intelligently on a variety of
topics, assume a major administrative position, and at the age of 40,
be featured on the beauty pages of a woman’s magazine. Most young
women rightly recognize such an achievement astruly exeeptional, and
girls in this society do not think of themselves as conquerors of the
world. “*Models™ of this sort sometimes lack etlectiveness because 1n-
dergraduates simply refuse to aspire to such heights.

Aspiration and expectation. 'L'he problem of aspiration is closely
tide to the internal ambivalences. 1f one is uncertain about whether
one should have a career, one cannot. aspire, either publicly or pri-
vately, to be an art historian, a plasma physicist, or a professor of
philosophy. Women’s low expectations for themselves so infect the
society that both men and women refuse to think of women as gen-
erally likely to occupy important posts. A riddle cwrrently popular
in the cocktail party circuit concerns a father and son driving down a
highway. There i3 a terrible accident in which the father is killed, and
the son, critically injnred, is rushed to a hospital. There the surgeon
approaches the patient and suddenly cries, “My God, that's my son!™
The group is then asked how this story can be true. All sorts of replies
requiring immense ingenuity are forthcoming : complicated stepfather
relationships are suggested, soimetimes even artificial insemination. Al-
most invariably the storyteller mnst supply the answer: “The surgeon
is his mother.”

The problem, then, of aspiration and of expectation is acnte. The
Kenistons have pointed to the absence of an aristocratic tradition in
Anmerica as one factor depressing the level of women's aims. They
point out that in Europe “women of the upper classes have had enough
leisure and freedom from family needs to permit them, if they choose,
to ‘work’ outside their homes.” Jixcept in the South and possibly in the
Boston area—Dboth places which have nnrtured a number of unusual
and talented women—the United States has lacked, not to say discour-
aged the growth of, such a leisured class. The South, which in this
respect as in so many others does not fit the usual generalizations,
has prodnced some of the best-known contemporary writers in Amer-
ica, such as Flannery O’Connor, Katherine Anne Porter, Eudora
Welty, and Carson McCullers.

But Boston and the South cannot change the nation, much as hoth
have sometimes wished to try. There are few hard data on the question,
hut the number of women Ph.D.’s in the United States today who have
close ties to another cultural heritage is probably substantial. For exam-
ple, both the first woman full professor at Princeton (who was ap-
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pointed to the professorship in 1968) and the recently named special
assistant to the president for coedueation, at Yale, the former a Ph.D.
in soctology and the latter a Ph.D. in chemistry, came to the United
States as vonng girls, one from Austria and the other from Germany.
"Fhe author of the most recent major work on women Ph.).’s hor.-:o]f
grew up in Greeee. \ leader of the Colmubia Waomen’s Liberation
Movement is English. AN these women have divect experience with
amother enltnre and presamnbly recogmize a greater variety of options
for women than the stercotype of middle America cnrrently exem-
plified hy Mus. Nixon and Mrs. Agnew.

Another substantinl category of women Ph..'s is comprised of the
danghters of professional women. Learned pediatricians and psychia-
trists to the contrary, the danghters of working mothers seem more
inclined to pinsue definite career patterns than other women are. My
own mother received her D, in 1925 and tanght in Alabama State
College for Women until her marviage and then only sporadically
(she was a victim of the nepotism rule). When Princeton hired its
fivst female assistant dean this vear, the university selected a woman
whose mother is director of the New Jersey State Council on Aging.
i\[:u'y Bunting's motier was a leader in public edueation in New York

tity.

No donbt Princeton and otl.er universities are completely unaware
of the way in which their women fit into these three major eategories,
bt the fit is striking. Incidentally. Princeton’s second woman full

m]fe,Slor, who will join the faculty in the fall of 1970, is a Virginian

w irth,

"The “internal ambivalences™ remain for the givl of more or less
ordinary ability. If she wants to marry, bear children, and also have
a serions and tesponsible position. whom can she find to exemplify
such a pattern? Unless she has grone to one of the women's colleges.
which still have larger proportions of women faculty than coeduca-
tional institutions have, she 1s not likely to find many models, althengh
probably more now than she wonld have fonnd 5 or 10 years ago. 1If
she is impolitic enongh to snggest that something is wrong with a
society in which it appears so diflicult for a woman to achieve these
kinds of goals, she is likely to he snbjected to the harshest kind of
argument—not anger but ridienle. as evidenced by the recent article
in Ilarpes’s hy a young Harvard graduate who had vetnrned to the
United Statesafter several years in Europe and found to his consterna-
tion that a feminist movenient was under way. In her formative state
she may well opt out of a PlL.I). program or accept a “research asso-
ciate’ position instead of holding out for the degree or the assistant
or associate rofessorship she deserves. '

_Publication, Another major reason nsually given for the low propor-
tion of women in top positions in universities is that. they do not pub-
lish. This may well be trne. despite the Simon-Clark-Galway stndy.
which indieated that married women Ph.D.’s publish slightly more
than men Ph.D.’s do. Simple numbers of items on hibliographies are
not a guide to qualitv. Probably one of the most important reasons
why most women Ph.D.’s do not publich as widely as men Ph.D.’s do,
if {his indeed true. is that thev are not put into positions in which
they must. Research and writing for publication are not easy, and a
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gieat maiy people wonld not publish unless it wns necessary. Ifor
example, if 2 Young man isappointed an cssistant professorat an jor
university shortly after receiving his Ph.D., the chances ave better
than nino out of ten that he is marvied. Presumably he is supporting
his wife and his growing family. He knows that if he expectsto remain
at the university beyond his 6 or so allotted yenrs ns an assistant. pro-
fessor, he must publish. Furthermiore, as his family grows he needs
more money, and his wife, whose status in a community is lnvgely o
reflection of her husband’s pesition, is usually eager for him to be pro-
moted and may even be willing to help him with his research. Most
important, n man expeets to be a suecess, at least ma modest way, and
most men are willing to exert some effort to nchieve this,

A woman's sitnation is very different. One of the cardinal social
rules is that she shonld not be move suecessful than her hushund, es-
peinlly in his line of work, Nearly half of the recent women Ph.D.’s
who are married have husbands who also have professional degrees.
For example, all hut one of the hushands of the married women Ph.D.’s
holding professorial appointments at Princeton in 1970 have doctor-
ates. The remnining one expects to receive his Ph.D. at ITarvard soon.
But people in some civeles question whether a woman with an ad-
vaneed degree should sueceed at all. The chances are that, if she is
married, her place of residence has heen selected beenuse it offers the
best position for her husband, not. for her, Often, if she is teaching, it is
in an institution less prestimions than her husband’s, and there she is
under less pressure to pubhsh. Sometimes she rationalizes her nonre-
search on tlho hasis that research would not. be helpful to her profes-
stonally anyway, <o why should she bother. Her chances of having
seeretaeinl ielp and gradunte-student assistance are probably less than
those of men professors. Inshort, incentives for her to do resenrch are
generally missing.

Single women, who theoretically have much greater geographic
mobility than married women, ean seek a position m an institntion in
which extensive publication is not expected. In fact, until very recently
that was abont the only place in which they were likely to he hired,
since tho facilities of the most prestigions institutions were nhnost en-
tirely male. Unless she published, she would probably not be hired
away from the small institution at a higher academic rank. Often she
need not publish because departments frequently assign onerous com-
mittee duties to women, who accept them too willingly and then nse
them as excuses for not. doing research.

The problem. of time. Another serious obstacle to women’s (particn-
Inrly married women'’s) professional advancement is the simple one of
time. There are just not enongh honrs in the day to do all she must. A
recent UNESCQO study 7 revealed that the average working mother
had 2.8 houts of free time on a typical weekday, as compared with 4.1
for a working man,

Another way of viewing this question is to note that women Ph.D.’s
in the United States spend about 28 hours per week, on the nverage,
on houschold tasks (2, p. 95). Althongh we are fond of talking of the
great advances made by technology in freeing women from domestic
tasks, the working mother’s concern for children is not ensed by posses-
sion of an antomatic washer-dryer or dishwasher, What she needs, and

See footnotes at end of article,
65-716—72 0
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what she finds incrensingly diflicult to find, is household hel p—persons
who are competent and reliable and will assist her in caring for her
children and running her honse. Day care centers ave certainly needed,
but even they do not solve the problem of having to vacnun the living
room and change the beds.

The subwrbar. syndrome. Related to the problem of time and of in-
adequate houschofd help is the suburban syndrome, in which hoth of
these problems are accentuated. More and more Americans live in ont-
Iying urban area, and it becomes harder and harder for wives do find
jobs that do not take them away from their homes for long periods
of the day. If one must spend 3 honrs eacht day commuting and then
como home to perform the ecustomary domestic chores, the araount of
energy left at the end of the day is small indeed, In suburban com-
minifies domestic belp is notoriously diflicult to find, Complicating the
picture even further is the usuai social custonn of such towns, in which
people generally entertain at dinner parties in their own homes, In o
city it is still possible to entertain one’s friends by taking them to res-
tnurants or concerts, but in mauny suburban comnumities there are no
publie facilities where one can spend a plensant evening. The home
and the overtired woman are expected to provide the serene environ-
ment, in whiclt friends can enjoy themselves. An obvious solution is
simply to reduce onc’s social life to the barest minimun, but this ex-
ceedingly common way of derling with the problem works hardships
on the professional woman’s family and on the woman herself.

T'he nepotisin rule. .\ il obstacle that, a woman Ph.D. (or some-
times her husband) faces is the nepotism rule, written or unwritten,
that still prevails on many eampuses. Although more and more institu-
tions are now willing to have two members of the same family teach-
ing in one institution, few regard with entliusinsm the prospect of hav-
ing n husband and wife in the same department, particularly if both
are at. the professorial lovel. Sinee many professional women met their
hushands in graduate school (the proportion of women Ph.D.’s married
to Ph.D.s in the same field is very high in all ficlds except that of
ednention, where women are less likely to be married), the question
of husbands and wives being employed in the snme department is very
likely to occur. Rarely is the wife given the superior appointment.
Typieally she takes a job in another institution or works part-time as
a “research associate” at her husband’s institntion.

CORRECTIVE MEASURES

If these are the problems that affect professional women on academ-
ic facnlties, what are some of the steps institutions might take to al-
levinte them 2 Until very recently universities were, on the whole, not
conscions of discrimination against women. Administrators were—
and many still are--fond of making pious statements to the effe .t that
all persons were treated equally, that none was discriminated against.
To say this is to raise the question of what “equality” really is. Is it
simply nplplyino' the snme rule in all situations, or is it rather recogniz-
ing that the rules themselves may favor one group over another ? For
many years we gave standardized I.Q. and achievement tests to young-
sters and assumed that we were treating them eqnally because we were

A4 DO
ALy,




Q

ERIC

Aruitoxt provided by Eic:

125

giving all students identical tests. In recent years we hnve come to see
the fallacy of this policy, and we recognize that these tests hava s “enl-
tural bias.” Althongh they met the standard of abstract equality, the
failed to meet the comparably important one of actnal equality. So it
is witli numny of the policies in the university, which apply primarily
to mcn. Womien vho wish to teach niust meet these simihu-ﬂy “culturally
biased” standards, and what is called equality in academe is only ab-
stract equality and not actual equality.

Appointment to scnior facully and administrative posts. In order to
achiceve genuine or actial equality for wonien, colleges and universities
need to make some adaptations, Precminent among these is the need
to recognize wonen’s situations in their own acandemic communities
and then to support them adequately. Probably the most important
single factor in creating an environment that s as hospitable to the
aspirntions of women as to men is to appoint women i significant
numbers to senior fuculty and administrative posts in the university.
Just, as “tolienism” has been rejected for the blacks, so it must be
rejected for the less militant feminine majority. The appointment of
women tdo faculty posts will provide evidence for hoth nm{u and fennle
students, ana for faenlty colleagmes, that tenching and scholarship of
the highest standards can be attained by women as well as by men.
The presence of women in senior administrative positions will also
cenceonrage the able youmg undergraduates and graduate wonien at the
university to helieve that a secretavial career, even a glorified one,
need not be their voeational ambition, and it will remind the young
men who will later be employers of women that women too can be
expert excentives. Male professors should see sitecessfnl women of their
own age among their colleagmes, in order that the entire faeulty can
justifinbly enconrago wommen students to pursue additional studies or
accept demanding positions that arve in line with their talents.

No donbt it is also necessary, on most camnpuses, to increase the num-
ber of young women in the junior facnlty and administrative positions
at the nniversity, but this is generally neither as crucial nor as diflicult
as the senior appointments. Many mature male professors find it much
casier to appoint young women to jumor and subordinate positions
(where they have little power) than to appoint women of their own
age to positions truly equivalent to their own, Sometimes it is possible
to appoint women of mature years to junior adminristrative positions
which might otherwise be filled by bright young men, but this kind of
appointment may be more damaging than no female appointment at
nll. Few intelligent, nlert coeds look forward to being rewarded in
their middle years by promotion from departmental secretary to
administrative associate wlen other administrative associates are 25-
year-old men. At one leading university three assistant deans were
men in their twenties or thirties; the fourth was a woman in her fifties.
Many traditionally coedncational colleges are now replacing the sep-
arate dean of women and dean of men by a dean of students. Generally
this reorganization, which is thought to he “progressive,” means that
n man is appointed, At one Midwestern state university where this was
done the Dean of Women was nationally known and widely respected.
The Dean of Students, who became her immediate superior, had no
standing outside the community and not much locally, but he was of
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the same sex as the all-male administration of the university, which
Lad been coeducationnl sinco its founding in 1869, )
Ideally the women at the university should represent a variety of
life styles. just as the male faculty members do. Some shonld be dedi-
cated, and probably single, scholar-tenchers, and others should be
women who manage snecessfully to cope with the demands of academic
life and of home and family. Some may be concerned with the particn-
Iar edueational needs of women students, but others may not. In ap-
yointing women professors the institution will look first for scholar-
iness and teaching ability, not militant feminism. As the number of
women on the facnlty grows, the responsibility of individual wonen
for exemplifying female academic accomplishment will decline, and
this is as it should he. When there are but a few women on a faculty,
excessive demands are made upon them; not only must each fulfill the ‘
usnal academic requirements bnt she must serve as the token woman ?
on all kinds of committees.
DParvt-time professorial appointments, 1f the academic institutions o i
move vigorously to appoint more women to their faculties, they might
well consider expanding the number of part-time professorial appoint-
ments with full perquisites. “Part-time” has a poor reputation ameng :
academic admimstrators, Inrgely because it is assumed that the part- i
time person is one who is in effect “moonlighting” from a full-time job. '
With woinen scholars this is not quite the case. They have no priov
institutional loyalty or obligation. Women scholars, particularly those ;
who are married, might welcome the opportunity to teach on a part- :
tinte basis with full professional recognition. T?w demands on their
time and cnergies at home are often considerable, as noted above, but
at present. if they wish to be taken seriously in their fields, they must
accept full-time positions. T'o do so frequently requires an unusual en-
dowment of energy. If they do not wish to tench full-time, they are
aenerally consigned to the ranks of lecrurers and instructors, whero
they are not eligible for sabbatical lenves and other academic per-
quisites. Such circumstances tend to depress the status of women in the
university and do not foster conditions in which they are likely to do
research, which is the major means of getting out of the lower-ranking
positions. .
If universities permitted and even encomraged departments to ap- ;
- point persons to assistant, associate, and full professorships on a part- :
time basis, they wonld be able to staff their institutions with persons ;
of divere interests and specinltics whom they could perhaps not afford Z
to employ on a full-time basis. In Invge departments these pevsons could
supplement the traditional offerings, and in small departments which "
are not scheduled for substantinl growth they could provide some of :
the necessary breadth. At seniov levels, the iniversity could select out- '
standing versons of proven accomplishment at salaries roughly com- :
xaruble to, or less than, those now paid to lecturers and instructors. ;
More imnginative rescavch appointments for women might also be ;‘
{
i
i

made along these lines.

Full provision needs to be made for opportunities for part-time
facnlty to shift to full-time status when the individual and the depart-
ment agree that such a change would be desivable. Similarly, tenure /
should De available to part-time professors, just as it is to full-time
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professors, and the snme standard should be used in determining quali-
fientions for promotion. Anything less wonld create a eategory of sec-
ond-class citizens. Committee obligations, student advising, and the
other dnties associnted with professorial appointments would be ap-
portioned to part-time faenlty members roughly on the basis of the
full-time equivalent. position; thus, for example, a half-time associate
professor would have half the mmber of student advisees that o full-
time associate professor had.

Obyionsly men as well as women might be interested in these part-
time appointments and should be chgible for them. Departments
shonld be eantions, however, abont permitting large numbers of their
members to be on part-time appointments, and they shonld look with
some skepticism upon persons who want continning part-time appoint-
ments in order to devoie more time to remunerative activities for other
institutions or businesses, These diflieulties shonld be constrned not as
insnrmoimtable but mervely as reqniring some additional consideration
beforen part-time professorial appointment is inade,

Maternity leare. 'The appointment of women in significant numbers

to facnlties must involve u policy concerning pregnancy and maternity
leave, Most universities enrrently have no such policy, and many u(ﬁ
ministrators, when queried, reply that none is necessary. The prin-
cipal reason why none seems necessary is that women have never been
on theso facnlties in substantinl nnmbers, "Cypically, o woman faculty
member either manages to have her baby in mdsummer or simply loses
her appointment when she takes time off to have the baby. Not all
women have been as fortunate as Millicent. McIntosh, who was de-
bating whether to aceept the position of headmistress of the Brearley
School in New York City. Her mmt, M. Carey Thomas, the illustrious
president of Bryn Mawr, is supposed to have advised her, “Take it,
you ean have your babies in the smmmer.” Mrs. McIntosh aceepted
the advice and” went. on to have five children and to become president
of Bamard College. In short, acndemic women who become pregnant
must handle this part of their life as they do all other parts—they
must pretend to be as mueh like men as possible and not permit this
event, to interfere with the regnlur performance of their dnties.

No university should be exploited by women professors who keep
having children and expecting the university to pay them while they
are on maternity leave. .\ more rational policy than the present one
onght to be developed, so that pregnancy, of itself, does not discrimi-
nate against a woman scholar, It wonld scem that gnarantecing a
woman & maximum of two 16-week maternity leaves, with pay, during
her aendemic eareer would not bankrupt. most colleges or universitices.
This wonld in effect be a one-semester leave with pay, twice in a
woman's life. Additional pregnancies would be the woman’s own
finaneial responsibility.

Tenure. In many institutions the hurdles that must be rn in order
to achieve tenure are considerable, It is now standard in many fields to
receive o Ph.D. when one is tn one's late twenties, If the new Ph.D.
aceepts a teaching appointment at the assistant professor level, then
ordinarily within 6 or 7 yems the tenure decision is made. In many
universities this means that the dissertation must have been converted
to a publishable manuseript, and that some other scholarly research,
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ideally another book, has been completed. Thig 6- 01 T-year period
coineides with a women's childbearing years, and, if one assnmes that
the conple wants two children, hoth are ordinarily born before a
woman is 35, Therefore, the greatest pressures both for scholarly pub-
Heation and for domestic performance conlesce in these years hetween
the ages of 28 and 33,

One way of handling this diflienlty is to grant women assistant pro-
fessors an automatic i-year extension, before the tenmre decision is
made, for each pregnancy they have, up to a maxinnn of two, during
their nontenure years. T'his addition of 1 or 2 years before they are
subjected to the scrmtiny of their collengnes for the tenure decision
wonld give themn some ndditional time to complete the scholarly work
necessary to justify promotion. Shonld they prefer that the tenure
decision be made earlier, this could be done.

ITusbands and wives on the same faculty., Another policy that col-
leges and universitics wonld do well to adopt. is one that permits hus-
band and wife to serve on the same faenlty, Twenty percent of the
wives of junior faculty members at one prestigious university have
Ph.D.’s, yet none is a member of the 'fucul]ty. At a large Midwestern
university throughont the 1930', 1940%, and 19i0's, one faculty wife
published over two dozen articles and one hook and coanthored two
other books with her hnsband, yet was never permitted to become a
member of the department, despite a research record snperior to that
of all but two members of the aepartinent. Obviously, having both
husband and wife on the facnlty can lead to some awkward cirenm-
stances, particularly if both are junior members of the same depart-
ment. and only one promotion can be made. The other frequently cited
diffienlt case is that in which one sponse is a tennred member of the
department and the other is np for promotion. The supporters of
nepotism rnles cite snch cases with great alacrity, and they are abso-
Intely right in pointing to the possibilities for hard feeling that can
develop within a department. Nonetheless, the case is rarely made for
the advantages of having two members of a family employed at the
same institution. In this ern of considerable faenlty mobility and de-
clining institntional loyalty, one way of insuring faculty support is to
employ both husband and wife in positions commensurate with their
ability and training. A husband and wife who both enjoy their work
will be much less inclined than a single individnal to heed the siren
call of another mniversity. In those fields in which collaboration is
essential to research, husbands and wivesare often much more. effective
as n team than cither wonld be alone, hence the university is brought
distinction by having both members onits faculty.

Although the problems shonld not be minimized and any depart-
ment thinking of hiring such a husband-and-wife team shonld examine
the situntion carefully, any nniversity mle which explicitly forbids
such a practice shonld be abolished. Departments and senior faculty
members should be strong enongh to say starkly that only one spouse
will be hired becanse only one is really waented or needed, rather than
dragging ont a university regulation that officially prohibits the prac-
tice. The proportion of women Ph.D.’s who are married is incrensing,
and the nepotism question will become more ncute. N
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Day care centers. A great boon to women faculty members with
children would he the establishment of university day care centers.
In these days of constricted university budgets this recommendation 18
perhaps the most expensive of all to implement, but it does deserve
careful consideration. On those many campuses which now have nur-
sery schools in connection with their School of Iducation programs
for training musery and primary school teachers, it wonld probably
not be very diflicult to convert these laboratory schools, which now
function for the convenience of the School of Education, to all-da
centers. For mothers to have a place where they can leave their chil-
dren, confident that they will be well cared for, would be a tremendous
help. Ideally these centers should be open to all employees and stu-
dents of the university, with preference i admission given to children
of women attached to the university. Thus the women graduate stu-
dents who have children would have a veal chance to finish the work
for their degrees despite their maternal responsibilities. Similarly,
women employed by the university in food services and custodial ca-
pacities would have a much better place to leave their children than is
frequently now the case.

A less ambitious aid than a day care center would be a placement
service for domestic workers maintained by the university for the use
of women faculty, administrators, students, and employees. Most uni-
versities have an extensive employment oflice in which they screen ap-
plicants for various jobs in the university. If this office wonld also
supply names and references for persons willing to do cleaning, house-
keeping, or babysitting, this would be a tremendous help to women
working at the university. Astin found in hev study of women recetv-
ing Ph.D.’s (2, p. 101) that the difliculty of finding adequate domestic
hePg) was their single greatest problem.

wrriculumy changes. A recommendation less directly tied to insuring
the full participation of scholarly women in the umversity life, but
nonetheless related to it, concerns the curriculum. Departments within
the university should be encouraged to review their departmental offer-
ings to be sure that women’s experience is given adequate treatment.
English courses in biography, for example, might well cover women
subjects as well as men. Anthropology courses might give considerable
attention to male and female sex roles in various cultures. Courses in
American social history could probably do better by the experience of
American women in the 19th century than the usnal hasty reference
to the Seneca Falls convention and the suffragette movement. Much
greater sophistication is needed to deal appropriately with women’s
historical experience: the particular psychological and eultural fac-
tors affecting women at a given time are poorly understood. In this con-
nection the professional associations, such as the American Historical
Association or the American Psychological Association, can be of gen-
uine service by sponsoring sessions at. their conventions on questions
of this kind, so that historians and psychologists can become aware not
only of the issues but also of what so:ne of their colleagues are doing
about them.

Continuous review. Finally, most colleges and wniversities would
benefit from appointing a senior administrator, or establishing a com-
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mittee, to keep under continuous review the status of women on their
own campus. This would in effect be an individual or a group lobbying
effort for the cause of women at that institution. The administrator or
committee would be concerned with matters such as facnlty salaries,
making sure that women and men reccived equal compensation for
equivalent services. On most campuses some chinge needs to be made if
women are to have truly caual access to the opportunities of the in-
stitution, and change usually does not come, in a_university or aiy
other institution, simply on the basis of goodwill. Some steps need to
be taken to assure that the needad alterations will take place, and these
are not likely to be taken unless some person or group recoghnizes that
the responsibility for chunge is theirs,

Generally a university does not create a lobby within itself in order
{0 create change. In that, too often idministrations are forced to mod-
ify policies 18 o result of lobbies within the university that the ad-
ministration did not foster. Tinlike many other constituencies within
the university community, women undergraduates (and to a lesser de-
gree women graduate students) have not yet pushed for the cause of
women on their own campus. Many women schclars on the faculty
have not done so either, although such activity is now being initiated on
some campuses, chiefly among the younger women faculty members
and among women teaching assistants and gradnate students.

The frequently drawn analogy between the status of blacks and of
women in this seciety is perhaps least appropriate here. There is
indeed much historie similarity between the two groups, particnlarly
in regnrd to the way in which their respective heritages have been
ignored, the patronizing manner in which both are treated, the eco-
nomie discrimination both suffer, the inability of both to “pass’™ as
members of the dominant race or sex, and, finally, the reluctance of
some of the successful members of both groups to assist younger and
more militant. members to attein move satisfactory situations. In two
critical areas, however, the analogy does not. hold, and both of these
are gernmne to the acndemic situation. One is the reluctance of young
women, nnlike young blacks, to band together to push for their own
canses, and the other is the vastiy more complieated relationship that
women have with their so-called oppressors, males, than blacks have
with whites. Unlike blacks, who can indeed develop a separatist mode
of life, women as a group cannot. In the core of their ‘ivos they are
deeply involved with men (wherens blacks are not inevitably tied to
whites), and the nature of that bond is such that, for many women,
an overt attack upon the male establishment is not possible. A major
gonl of the rapidly developing militant, feminist gronps is to inerense
women’s sensitivity to their plight in this society. To do this many rely
heavily upon informal conversations of women in small groups in
which an effort. is made to build a group solidarity. The hope is that
these closer ties with other women willl help “emancipate” women
from their dependence—ceconomic, socinl, and psychic—upon men.

A RARE OIPORTUNITY

So far the radical feminists have been most snceessful among women-

in their twenties and thirties, not yet among undergraduates. This
Iaggurdness in feminine militancy on the campuses gives nmversity
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administrations an opportunity to act to improve the status of women
on their campuses before being confronted with demands—an oppor-
tunity of n kind that is rave these days. Difiicult as it is for an academie
institution to gird for change when danger is not imminent, the pres-
ent moment is u time when universities cun assume the leadership they
have so rarely exhibited in these years of confrontatioun politics.

1 Allce Rosst reported these figures and other related data to the general business mecting
of the Amerlean Soclologlenl Assoclatlon on 3 September 1969, They were summarized
In & mimeographed document, “Status of \Women in Graduate Dgulrtuwnts of Soclology :
1005-49." circulnted by the Women's Caucus of the Amerlean Soclological Assoclation ;

for oxcorpts, see Science 166, 350 (1069).
s, 8. Astin., The Woman Doctorate in America: Origins, Oarcer, and Family
(Rusvell Snge Foundation, New York, 1069).
s, J. Stmon, 8. M. Clark, K. Gnlwu.»" Soe. Probl, 13, 221 (1967).
Batterns, A Backward Look from the Doetorate,’”

11, R, Harmon, “lligh School Abllity
Sel. Manpower Rep. No. 6 (Oflice of Scientifie Personnel, Natlon.l Research Council, Wash-
Ington, D.C., 1065) ; Carcers of I’hD's, Academic v. Nonacademic, A Second Report on

{'s;)‘l‘lgm-upu of Ductorate Colorts, 1935-60 (Natlonnl Academy of Sclence, Washington, D.C.

3 . Kenlston and K. Kenlston, Amer. Schelar 33, 355 (1064).
o M. Tlorner, Psychol. Today 3, 80 (1909) : ibid., p. 62,
7 Reported in New York Times, 5 Mar, 1907,
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OPEN EDUCATION: CHANGING SCHOOLS IFFOR CHILDREN
By EDWARD A. CHITTENDEN

Interest in “open education” has been growing at such a rapid rvate
during the past two or three years that it may be considered {o reflect
an educational movement of sigmificant proportions. In part this trend
has been stimulated by the reforms going on in the British primary
schoois. To a greater extent it testifies to the growing conviction on
the part of parents, teachers and students, that our schools must some-
how become more humanized—more responsive to the people they serve
and less controlled by institutional routines and technological require-
ments.

At present this movement is loosely defined, as it has grown out of
a variety of influences and encompasses a wide variety of edueational
programs. This paper attempts to identify issues which constitute the
core elements of this general type of ecduentional change and considers
some implications for pregrams of research and evaluation. Althongh
the paper centers on kindergarten and elementary school edncation, it
is believed that these issues find parallel expression in changes cur-
rently going on at the secondary school and college levels.

It should be noted at the ontset that the rapid growth of interest in
open edueation has bronght with it the hazards of well-intentioned but
hastily formulated attempts at reforming the schools. Judging from
the literature and from experience in the field, there ave various inter-
pretations of what “open” education is and what it has to offer. Somne
school systems are introducing “open education” throngh administra-
tive fint—trying to create instantly the kinds of programs that, by de-
finition, require a substantial period of growth. In some schools there
are isolated teachers who experiment in protest against the larger
svstems but who rarely have an influence beyond their own classroom
door. Tn still other schools, walls are knocked down and the ages are
scrambled, but not much thought is given to why these actions are
undertaken or whether anything else should be changed. Finally, in
reacting against the rigidities of the conventional curriculnm, many
educators perceive open education to be a rationale for “laissez-faire”
classrooms in which adult planning is thonght to be relatively unim-
portant. or even harmful. Such experimental efforts can lead to better
ways and may thus represent first steps in new and better directions.
But they can also lead to disillusionment and to premature rejection
of that which is sound in the movement toward “opening-np” the
schools,

It shonld be obvious from these preliminary remarks that the phrase
“open eduncation” is not o very satisfactory one with which to designate
a collection of educational approaches which mav share only a few fea-
tures in common. Other labels come to mind: “informal;” “unstruc-

(132)
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tured ' ; “British infant school model?; ete. For the present time, how-
ever, us programs undergo definition and re-definition. “open,” being
freest. in connotation, may be the most use ful label.

INSTITUTIONAT MINDLESSNTSES

It one criticism conld hesnid to be the key to nnderstanding enrrent
interest. in open approaches, it wonld be that onr public schools have
become institntions of lifeless rontines. The schoolsare acensed of being
ntterly nnresponsive to the needs of their constitnents . . . their chil-
dren, theiv teachers, and their parents. It is claimed that enrrienla,
methodologies, and regulations, are carried oiit in snch a way that the
stafl and the children arve canght up day after day, in an enactinent of
rontine exercises, in community after community, all of which goes
nnder the gnise of edneation. The widely read acconnts of such teacher/
writers as Iolt (1964), Koh) (1967) and others have done much to
stimmnlate thonght abont these issnes. In o recent comprehensive study
and critique, Silberman has documented the lifelessness and oppres-
siveness of many of onr schools. He summarizes as follows: “Becnuse
adnlts take the schools so mch for granted, they fail to appreciate
what grin, joyless places most American schools are, how oppressive
and petty are the rnles of which they are governed, how intellectually
sterile and esthetically barren the atmosphiere, what an appalling lack
of civility obtains on the part of teachers and principals, what con-
tempt they unconscionsly display for children as children” (1970, p.
10). In his view, as in the view of others, the heat of the problem 13
Dest, characterized as & malady of institntional “mindlessness.”

Insofar as the problem is perceived as institutional, there is gnarded
optimisin about the possibility of bringing abont cfmnge within the
yresent. system. “What makes change possible, morcover, is that what
18 mostly wrong with the public schools is due not to venality or in-
difference or stupidity, bnt to mindlessness,” he snys. (Sitberman,
1970, p. 10).

If school programs can be opened up to the creative encrgies of their
pupils and staff, much can be accomplished. To bring about major
change, we do not need to wait for whole new crops of teachers, new
sets of instrnctional materinls, or overhauls of school buildings.

Other crities seem less optimistic about the possibilities of change
within existing institntions. At the very least, they call for extensive
training or external advisory support programs for teachers. Still
others see a solution only in the development of new forms of school-
ing that are entirely ontsideof the existing framework.

Criticism of the school as an institution has been advanced not only
by jonrnalists and teachers but has also been emerging in the literaturo
of enrrienlnm development and evalnation. John Goodlad, for ex-
ample, in reviewing a decade of educational reform concludes that
past innovative efforts had made very little impact on the schools:
“The findings were uneqnivocal. So far as onr sample is concerned,
school reform had been bhimted on school and classroom door” (1970,
p-4). As visitors and observers, Goodlad and his staff were stinck by
the rigidity and unvarying character of the school day and by the
fact that the schools continned to operate in ways which ignored the
resonrces and needs of the communities they served. These are precisely
the kinds of observations made by others.
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Tn sum, the nvgwment that the schools as institntions are failing our
children is a broadly documented thesis that is finding an increasmgly
responsive audiencc, Seen in such light, the moves toward opening edu-
eation can he considered to represent efforts to “re-humanize” the

schools.
INVOLVEMENT OF CHILDREN

Several lines of action aimed at opening up the schools have been
advanced. The most important of these. and the one that is most com-
monly stressed, is based upon the conviction that children should be

_given a central role in influencing the conrse of instrnetion. In part,
-this position rests ouevidence (Piaget, 1970 : Rogers, 1969) that learn-
.. . . . . .

ing which has meaning and purpose from the learner’s viewpomnt has

a much more significant impnet on developing capabilities than does
the passive type of learning which is commonly associnted with con-

.ventional programs. The position reflects the belief that this kind

of educational environment cau foster self-confidence and the skills

to think crentively and constrnctively—qnualities that should be the

foremost concern of the edueator.

Tenching in the open classroom begins with the assumption that the
childven come into a classroom with capabilities and experiences—
shared and unique—and it is the teacher’s job tosee that these resonrces

of the child give direction and meaning to his learning. Such teachers

would take Ausubel's fimdamental principle seriously: “If I had to
rednee all of educationnl psychology to just one principle, I would
say this: The most important single factor inflnencing learning is what
the learner already knows. Ascertnin this and teach him accordingly”
(1968, . vi). The curriculum must therefore be ndaptable to the child,
not the other wav aronnd, Individual diffevences are prized, not de-

plored. “The ‘child centered’ attitude of the ‘progressive’ teacher is

likely to involve a pusitive valuing of individual differences as against
a mere toleration of them . . . This positive valiing of individual dif-
ferences is evideneced, for example, by organizing classes heterogen-
consly with respect to ahility and perhaps to age” (Tamburrini, 1971,
p. 7). This is a viewpoint which leads to programs that clearly differ
from the strict readiness programs in which the task is seen as one of
preparing or remediating children to meet the standard curvieulnm.

Opening up to the children in such ways appears to be a nrincipal
accomplishment of the changes in British primary schools. Theve ave
now a number of accomts of what such class rooms can look like (for
example, Flowson, 1969: Rogers, 1970). Observers are struck by the
diversity of activitics that may be going on at any given time and by
the fact that children take on a central role in determining the nature
of these activities and in assuming responsibility for carrying them
out. Tnstructional nctivities take many forms: these include inter-
actions between the tencher and gronps of children or an individual
child: instruction from peers; activities with structured learning
materinls, with books and environmental projects, cte. The point
is that children in such schools arve expected to learn throngh many
different means, in contrast to the conventional school where most
learning is channeled through the teacher. Thesuccess of many British
schools and the reports of those snccesses have served to convince
many American educators that “it can be done.”

. 129




Q

ERIC

Aruitoxt provided by Eic:

135
INVOLVEMENT OF TEACHERS

A second mnjor way to revitalize the schools is to open up new
responsibilities and options for teachers and school stafl. Many edica-
tors involved in the curriculum reform efforts of the 1960s have
sonte to the conclusion that the scope and permanence of any innova-
tive process is determined by the extent of stufl involvement and com.-
mitment to that reform (Armington, 1968; Clark, 1965; IIawkins,
1968; Weikart, 1971). They suggest that the usual way of pntting
new ideas or materials into schools (e.g., introducing team teaching,
new math programs, laingnage labs) is like dropping a stone ina ponﬁ.
The effect in ripples may be immediately apparent but after o while
the pond returns to its oviginal state; broken machines remain unve-
paired; team teachers stake out old territories; “new math” becomes
voutine arithmetic. "The superintendent and the inventor may have
received some publicity in the cowrse of the clltel'Pl'ise, but nothing
of Insting significance has happened in the lives of the children in that

school. T'o make efforts toward clmmfl;e more significant, these educan--

tors recommend n program of action that builds upon the stafl’s present
capnbilities and enlists them in experimentation. Sometimes the change
toward open education have represented an abrupt change in what

is required of the teacher. (Basal readers may be replnced by a variety

of books; rows of seats nre removed ; projects replace workbook nssign-

ments; ete.) More often u more gradual course of change and experi-

mentation on the staff’s part is adopted. For example, the teacher

might begin experimentation with individualized appronches in cer--

tnin aspects of the curriculum, or at certain times of day, or in cevtain
areas of the room, In any event, the important point is that the staft
must take n central role in such experimentation, Withont such con-
tinnal participation, an open approach can be just another package
that becomes routinized in its own way. While the staff needs to be
able to draw upon the theorctical advances and discoveries of ediea-
tional research and development, it is equally important that they
remain alive to their own partienlar situation. To quote Goodlad
again, “, . . the crcation of conditions essentianl to the support and
condnet of ench individual school as a self-renewing change agent may
very well be the prime edneational challenge of the 1970°s” (1970,
). b).
! Tzlerc are currently severnl gronps in the United States v ho are
attempting to develop advisory systems of uassistance to teacuers as
a mechanism for facilitating change. Advisory centers have been play-
ing nn important, part in the de\'(ﬁopment of schools in En;rlnn(i, but,
the iden of the advisory is relatively new in this country, und is being
tried out in several forms. Unlike the supervisor who is a genera
evaluntor of the teacher's performance, the advisor seeks to establish
o different sort of role, In place of gencral directives, the advisor
secks to give help and advice that istailoved to the needs of each school
or classroom. “Iis aim always is to help schools realize their own
unique potentialitics and to help make change self-sustaining” (Arm-
ington, 1968).

The process of developing a successful open approach can best be
deseribed as an evolutionary construction on the ?nrt of the staff, not
the implantation of n fully developed model. The paradigm of the
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“teacher-proof” enrricnlnm which has been associated with many
experimental programs in carly education durving the past decade is
yrofoundly different from the teacher-involvenient paradigm that
1s so much a part of the open education movement. Understandably,
the interested principal, parent and teacher mistakenly look for the
open-education “package” or the “how-to-do-it” manual, when in fact
there is no “it” that can be separated from persons who wish to “doit.”
The directions in which a school is changing, the substantive nature
of these changes, and the prospeets that growth and improvement
will continue are really more important factors to consider than
whether the school matches np to some external model.

COMMUNITY INVOLVEMEN'T

A third line of action in opening the schools concerns participation
of parents and other members of the community. YWhile not stressed
in the British literature, commmity involvement has been the fore-
most. consideration and point of departure for several efforts in this
country (Hadkims, 1969). [It should be noted that an emphasis on
parent involvement is not necessarily associated with concern for in-
volving the children, althougl such emphases frequently do coincide.]
To re-vitalize schools, there have been efforts to open the school to
resources and talents of the snrrounding community in the hope of
malking instruction more relevant to experiences of children and of
bridging the classroom, liome, and larger connmunity. In conventional
programs, the enrrienlum and associated hardware of a sccond grade
classroom in urban New York may be indistingnishable from that of a
second grade in rural Oregon or subnrbau Maryland. By contrast, a
visitor to these more open settings would become muclh more awareof a
specific community.

T1115 PROBLEM OF DEFINITION

Altenative ways of defining open schools have received attention
in the literature, For some, “open” is seen in architectural terms: the
walls between classrooms are knocked down. Others seck to introduco
change by administrative rearrangements such as shuflling the ages
and grades. Such alterntions may or may not be nccompanied by signif-
icant changes in the roles of adults and children. An open-space pro-
gram, or a non-ginded program, for example, need not neecessarily
lead to opening the schools in the senses discussed above.

Tn sumimary, nosingle set of objectives or instrnctional preseriptions
can be drawn np to define open education in this country. Instend,
there appear to be directions of change ained at bringing schools back
to life by making them more responsive to the children, the staft, and
the community. There is no single docnment to which one can turn to
discover what open edueation “really is.” Tn fact, many practitioners
avre wary of the nse of models or preseriptions in the belief that labels
lead the teacher and pavent to take up false issnes and thus to lose sight
of what is really going on in their schools. Mindlessness once agnin
starts to replace coimon sense.
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Examination of Iducational Process

Concern with the roles of adults and children and with the setting
in which edueation takes place makes apparent the need for evalu-
ation procedures which adequately examine the process of schooling.
As Jackson (1968) has pointed out, any cdneational program pre-
scribes a setting for human activity and thus a way of life—at least
a way in which young people are expected and required to live during
many of their waking hours, While different educational programs
may state similar objectives, they often establish very different meth-
ods in trying to reach these goals, thereby veflecting different philo-
sophical assumptions. In evalnating current efforts at changing our
schools, these assumptions should be made explicit, and accurate de-
seription of the uallity of school life should be a foremost concern
of the evalnator for educational processes may have greater influence
on the child’s development as a }eamer than any given body of cur-
ricular content.

On a practical level, the study of lprocess is nccessary insofar as
judgments about a program’s impact depend upon adequate informa-
tion as to whether and how that program has been implemented. The
point is a simple one but hes often peen ignored in practice. Many
evaluation destigns (particularly in early edueation) end up treating
all classrooms that bear tlie same label (“open,” “computer assisted
instruction,” “Montessori,” or whatever) as t‘imugh they have actually
been doing similar things. David Cohen (1970) discusses this prob-
lem at some length, pasticularly with respect to the evaluation of
large-seale social action programs, and Rosenshine raises the issue
in relation to instructional evaluation:

In studies where teacher behavior in special curricula was
compared with the behavior of teachiers in “traditional instrue-
tion” . . . there often was significant variation in the behavior
of teachers within each group. Although the number of class-
rocins observed in these studies is small, the results are consistent
enough to cause serious doubts about whether all classrooms using
the san)xe currienlum constitute a single treatment variable. (1970,
b, 280

’l‘hle complex problem of conceptualizing classroom process in ways
which permit meaningful compavisons between educational programs
has been a difficult one. In past studies, a commonly used ({imension
compares classrooms along some continuum of “child-centeredness” to
“adult-centeredness.” At one extreme is the setting completely con-
trolled by the teachier and ovganized around highly structured lessons;
at the other extreme are classrooms in which children supposedly sct
the entire divection of learning, and a wide variety of positions are in
between.

An important. finding which emerges from a close examination of
the open approaches is that they do not fit comfortably at any point
on such a scale. They are simultaneously child-centered and adult-
centered, Children may be given more leeway in decision making, but
despite such child-centeredness the adult does not withdraw into a sup-
portive valet-type role. Instead, teachers are encournged to adopt an
o.\'pernnontal attitude and to come alive in their relationship with the

children,
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1t is beyond the scope of this paper to attempt to analyze the tench-
er's role, but it appears that snch qualities as respect and honesty are
central to understanding how the adult and child can work together.
When children can openly participate in establishing purposes of learn-
ing, then the relationship between teacher and child begins to change
in the sense that the teacher’s contributions are understood, by the
child, as gnidance in learning and not as general directives of uncer-
tain intent that must somehow be complied with. In this context the
teacher can be highly active in offering suggestions, introducing ma-
terinls, demonstrating ways of doing things, expressing opionions,
with the expectation that the children can react to the real content ot
such instruction,
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In Figure 1 a scheme is depicted that treats questions of child-cen-
teredness and adult-centeredness as independent dimensions rather
than as opposite ends of a single continunm.

The upper right-hand quadrant, with high contribution by beth
adult and child, represents the directions of open approaches. In the
lower right quadrant, the teacher’s involvement in what she is doing
may be clear and articulate, but there is little room for contribution
from the children. Teachers of this sort give a great deal of thought
to their instruction and will throw out the usual procedures when it
seems warranted, but they tend to dominate the centor stage. The tra-
ditional DBritish teacher with a strong professional posture may be an
example. The npper left quadrant signifies classroomns with extensive
pupil contribtuion, but where the adults provide passive support (as
m some conventionanl mwrsery schools) or else abdicate responsibility
almost entirely. Finally, in the lower left qundrant might be located
extreme examples of institutionalization. Here, the children carry out
the lessons nssigned by the teaclier who in turn is carrying ont a pro-
gram that was devised by someone else. Rountine teachinig and low
personal involvement may characterize suchsettings.

Assessing Learning and Development

Qnuestions of what to measure and how to measure it are dificult to
answer when the evaluator (parent, tencher, researcher) is faced with a
program in which children may pursue many different directions in
Iearning (Minuchin,et nl., 1969).

Analysis of the priorities of educational programs with broad ob-
jectives suggests four major aspects of the child’s development that
could be examined. Within each of these arens certain directions for
research and instrument development are recommended :

Resourcefulness and I’wo{r‘cz'cncg/.——The nssessment of achievement
neeas to he broadened in directions which would assess the child’s
own contributions to lenarning and the extent to which his resources
have been bronght into play. A construct of “proficiency” secems more
appropriate here than the customary definition of achievement. To be
appropriate to priorvities of open approaches, assessment procedures in
areas of learning (such as mathematies or langnage usage for exam-
ple) should aim at assessing proficiency and versatility in perform-
ance. What do the learnings in question menn to the child ? Does e
apply them in various ways? Are they truly an integral part of his
repertoire? Parler and Rubin (1966) point out that in classrooms
where the stress is on process of learning “* * * the assimilation of
linowledge is not derogated, but greater importance is attached to the
methods of its ncquisition and to its subsequent utilization. Therefore,
a discrimination must be made between knowing something and know-
ing what it is good for * * *” (p. 2). Existing tests may mensuro
whether the child knows something, hut they are not. as useful in assess-
ing whether children know what it is good for. Tests of proficiency
conld bnild on existing instruments but shonld be specifically extended
to inclnde measurement of judgment and performance.

Self-perception—Of principal interest here is the assessment of the
child’s feeling nbout himself in relationship to school and school-
related experiences. Ave children in open settings more likoly to de-
velop a perception of themselves as active orgnnizers of their own
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learning and contributing participants in the classroom ? Instruments
developed in this avea conld be nsed to obtain information abont
whether the child views school as a place to learn or a place to be
tanght and whether he has confidence in his own capabilitics.

DPersonal and Cognitive Styles—Tocus on this aspect. of behavior
proceeds from the assumption that the more open classroom permits
and enconrages consido.ml)le exploration with different styles of func-
tioning. Althongh research demonstrates that personal and cognitive
styles are rather stable characteristics, it is suggested that children in
open settings evidence grenter flexibility in such traits than might ordi-
narily be expected. ‘Thns, there is reason to expect less evidence of role
caricature (the “overly-neat,” the “class clown,” the “ho{)elessly im-
pulsive” child) in an open classroom than in a more trac itional one.
Modifications of existing research instruments as well as new measnres
wonld need to be nsed in this area.

Self-Others Frame of Reference—DPeer interaction is a marked
characteristic of open settings, and children are expected to learn a
ereat deal from cach other. Observation of peer interaction and
individual functioning in the open classroom leads to a general
formmlation regarding the balance between self and others as a frame
of reference for behavior,

Two sets of questions are snggested for measnrement purposes. The
first involves communication sitnations: Are children learning to take
active and adaptive roles in instructing each other, whether this role
is one of the communicator who adapts to the needs of a listener or the
vole of the listener who actively seeks ont information when some-
thing is unclear? The second set of questions deals with reliance on
solf in matters of judgment and opinion : To what extent does the child
express opinion in the context of peer valnes which may oppose that
opinion ? Does greater peer interaction foster greater peer conformity,
or does the open setting provide a better opportunity for children to
learn to balance their own intevests with those of their classmates?

Assessment of School Programs

If cvalnation of student achievement in a school system is nnder-
taleen, it shonld include appraisal of school practices. As illustration,
numerous examples can be given of school systems which boast of
rending scores “above the norm,” bnt in which there is a limited
variety of books in the classroom and the library is more concerned
with cataloguing than cirenlation. In such cases (which are not rare)
the skill is valued but not its practice, and any evaluation which does
not malke this apparent is inadequate.

To continue with reading as an example from the perspective of
open cdncation at least fonr types of questions shoul}l bo raised in
evaluating student achievement. (1} Motivation: How do the pupils
feel abont reading ? Do books and other printed material provoke feel-
ings of inadequacy or do they stimnlate interest? Preference measnres
shonld be nsed along with indices of whether the children are actnally
reading beyond the minimum requirements of assigned books. (2)
Opportunities for reading: Are children provided with appropriate
material and the time for reading? Is a variety of books available or
does the snpply consist of 30 copies of the same reader? Is there an
aven condncive to veading? (3) Ability : Measnes oF skill, comprehen-
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sion, and interpretation could be included under this heading. (4)
Literacy: Is the child literate in that he has a sense (or begmning
sense) of authorship? An understanding that books may be written
because someone llu(ll something to say? Does he read for various pur-
poses such as the gathering of information, exercising imagination,
fantasy, and the development of acsthetic appreciation’

In summary, if assessment of student achievement within an educa-
tional system is to be undertaken, it is as important to appraise the
environment provided by that system as it 1s to test the children.
Comprehensive assessment along the lines sketched above would he
compatible with a comprehensive view of education.

Rescarch. on Learning and I'ducational Change

While examination of the open approiches suggests mun;{ pessible
directions for research, there are two lines of investigation which seem
of special importance for what they can contribute to understanding
and implementation of new programs,

T'eacher’s role—~Questions concerning teacher preparation and in-

service training are clearly of prime importance for further study.
What sort of assistance, in both 1ts practical and theoretical forms, do
teachers need in order to bring about more open approaches to in-
struction ? To what extent can a school build upon its resources of stalf
and community and what is needed in the way of advisory assistance?
Several groups in this country ave presently engaged in trying to estab-
lish new ways of facilitating the development of school staffs. From
systematic study of such attempts much could be learned that would
lead to changes in our present teacher education methods—methods
that are widefy admitted to be archaic and ineflicient.
_ Classroom Studies—Intensive study of a limited smnple of children
in several good open schools appears to be an urgently needed research
endenvor, Are these children learning in ways which corroborate exist-
ing assumptions about learning? Methodology in such studies might
primarily be observational but should include periodic testing, inter-
views. and analyses of children’s products. The need for intensive study
is probably greatest from the first grade level on, where the differences
between open approaches and traditional practices are much more evi-
dent than in kindergarten or preschool. One focus for such research
might be an examination of the validity of the open approach to read-
ing instruction which emphasizes purpose and meaning. This view of
learning to read has not frequently been studied in educational re-
search because of a dearth of appropriate settings in which to study it.
With the exeeption of some pumishod work on early readers who have
learned in the home, reading research has generally investigated how
children cope with preseribed methods of instruction rather than with
how they acquire reading ecapabilities when the options of whether to
vead, why rend, and what to read ave much greater.

In general, studies of learning in the open settings not only would
provide invaluable information for the practice of teaching hut could
also constitute a rich new sonrce of vesearch information on the nature
of learning.
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PLANNING FOR NEW STUDENTS TO HIGHER
EDUCATION IN THE 70’'S

By K. PATRICIA CROSS

There will be a New Student in colleges and universities in the 70’s,
one who requires new approaches to education. Traditional higher
education was designed in a diflerent ern for a diflerent kind of stu-
dent, and the formulations for education that served academically-
oriented youth a half a century ago are no longer adequate.

Planning for New Students requires an analysis of where we are now
and where we would like io be by the end of the decade. The question
of where wo are now must be answered by research. The question of
where we wonld like to go must be answered by society. This paper
will attemnt to analyze the answers to these questions.

WIHO SIIOULD GO TO COLLEGE? CHANGING PIHILOSOPHIES

In the history of higher education in this comntry there have been
three major philosophies about who shonld go to college. At the turn
of the century, the majority of college students came from the homes.
of wealthy aristocracy. Students who attended colleges had mone
and family social status. Some also had academic interests and abili-
ties; others did not. Basic to the aristocratic philosophy of college
admissions, was the premise that the yonng people who should go
to college were those who could afford it and who needed it to carry
out then station in life. The poor, ethnic minorities, and women, it
was assumed, would not follow life patterns that really made use of
a college education. The colleges that were developed to serve the
avistocratic philosophy were private high-tuition colleges. Whether a
boy would go to col]]oge was prcdictabfe from birth. Tt was a closed .
system, and some were “in” and others were “out.”

Actually, colleges of the aristocracy probably did not give much
thought to evecting barriers that would keep people out of college.
It simpiy did not occur to anyone that a young man should attend
college if he did not have the money to do so. The thesis is easier to
understand when viewed through the meritocratic perspective of our
times.

To many, if not most people today, it is unthinkable that a stu-
dent should attend college if he does not have the ability to benefit
from the instruction offered. Only in recent years have wo started
to question whether the “instruction offercd” might change so that it
would “benefit” a new segment of the popunlation who wished to attend
college. In an earlier day, those who challenged the assumptions of
the aristocracy asked the same question, why conldn’t colleges change
so that a broader segment of ale population could attend? And, of
course, in the long run colleges did change. But it was not the old
colleges that had been developed to meet the needs of the aristocracy
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that changed first. The challenge came, not by breaking down the
gates to the avistocratic colleges, but by opening new gates through
which a new generation of college students poured so rapidly that
the high-tuition colleges no longer determined who would be college
educated.

The revolt against aristocratic philosophies of college admissions
was led by those who mainta.ine({ that a college education was an
carned right, not a birthright. Advocates of the new meritocracy
that was ushered in by the land grant universities felt that criteria
for college adimission should be based upon scholastic ability and
the willingness to study hard; i.e., upon academic “merit.” Much as
the aristocratic colleges had assumed that what they had to ofter
was static and designed for an elite portion of the population, so the
colleges of the meritocracy asswmed that there was a certain fanly
small poition of the popu]ation that had the ability to benefit from
what they otfered. Considerable attention was given in the late 1940’s
and emrly 1950’s to the determination of the size of this group.

The President’s Advisory Commission on Higher Edncation of
1947 estimated that 49 percent of the population could profit from
at least two years of post high school education and that at least 32
percent had the capacity forr a normal 4-year college cowrse. After
considering this figure in conjunction with the observation that, . . .
most experts estimate that about 25 percent of the population can do
college work profitably,” Byron Hollinshead’s report for the Com-
mission on Financing Higher Education concluded that, & . . per-
haps 35 percent of youth might be expected to profit substantially
from formal full-time post high school education of the kind given
at present by such institutions’ (Hollinshead, 1952, p. 138).

The rise of the meritocracy was regarded by almost everyone as a
move that, in the best traditions of the country, led to the democratiza-
tion of higher education. There is no little irony in the fact that while
the advocates of the meritocracy were zealously breaking down the
barriers imposed by the aristocracy they were quite consistently ercct-
ing their own bariers. And academic aptitude tests were the instru-
ments that served both to destroy the old aristocracy and to erect the
new barriers of the meritocracy. The “talent searches” of the 1950’
were active campaigns to bring into the colleges those who did not
meet aristocratic criteria but who were the epitome of meritocratic
ideals. The very good student who was the son of the immigrant cob-
bler was the hero of the meritocracy—no money, no family social
status, but lots of academic talent and a willingness to work hard.

Now once again we find ourselves in a period of philosophical tran-
sition ‘regarding the question of who should go to college. Once again,
there is presswe to democratize higher education by bringing it
within the reach of a broader segment of the population. Once again
there are demands for new answers to the old question of what propor-
tion of the population the colleges should serve. The egalitarian chal-
lIenge to the meritocracy looks strikingly familiar. The nature of the
questions raised as well as the patterns of instituting change are not
unlike those of a century ago. A new sector of the public is being rep-
resented by new students in colleges and universities. This group of
New Students to higher eduncation are repeating history by entering
the system, not so much by breaking down the barriers erected by the
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meritocracy, although there is some of that, but by flocking to a new
kind of a college dedicated to serving a different clientele.

It appears that in 1971, the prevailing attitude in the country is
still largely meritocrntic, but there are signs everywhere of a
strnining at the barriers. The mingling of meritocrntic and egali-
tarinn philosophies is the occasion of considerable controversy among
educators as well ns in the popular press. The sign of the times is il-
lustrated by a headline rending: “Open Admissions: American Dream
or Disaster?” (TIME, October 19, 1970). At the same time that the
formerly selective, tuition-free City University of New York was in-
stituting egalitarinnism by throwing open its doors to all 1970 New .
York City high school graduntes, regardless of academic “qualifica-
tions,” the 1970 President’s Task Force on Higher Education was em-
bracing meritocracy and attempting to clear away the last vestiges of
the aristocratic ern by recommending financial aid to “students of all
races who have the desire and ability to profit from post high school
education. . . .” (emphasis added). John Gardner has nsked, can we
be equal and excellent too? Can egalitarianism and meritocracy co-
exist? What happens to the value of the college degree when everyone
has one? Is there some fixed concept that represents “college” that will
permit us to say who should attend ? Should higher education serve
those who can “profit” from traditional ofterings or is there an obli-
gation to change the offerings to meet the needs of those who wish
to attend college?

Almost everyone wishes to nttend college toduy—a simple fact of
life that means most voters want college educntion for their children.
On the eve of the eaalitarian phase of college admissions, we find our-
selves concerned about how to get young people into college rather
than nbout how to keep them ont.

As n matter of fact, in the decade just past, we have given consider-
ably more attention to the procedures of getting New Students into
coliege than we have to the educational questions of what to do with
them once there. When colleges maintain the right to select who shall
study with them, an educational “match” can be made by choosing
students who fit the college. When colleges forego the right to select,
the match has to be made by designing edueational programs to fit
the students. To date, we have concentrated on making New Students
over into the image of traditional stndents so that they may be served
by traditional edueation. Our concern has been the crention of access
models to education.! We have devised all kinds of ways to make New
Students eligible to participate in #raditional higher education. Re-
medinl courses are designed to remove academic “deficiencies™; coun-
seling removes motivationnl “deficiencies”; financial aid removes
financial “deficiencies.”

If the answer to the question, who should go to college, is to be nn
egalitarian response of “everyone,” then the task ahend will involve
the recognition that educational systems will have to be designed to
fit the lear.:ing' needs of New Students. Who are the New Students?
Under an egalitarian philosophy of 14 years of schooling for everyone
who wants it, New Students will be high school graduates who are not
now continuing their education. Research provides some information

1For & discussion of some alternatives, see Cross, 1971,
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about who is going to college now, and this enables us to look at the
reservoir of New Students—those who will be entering some form of
postsecondary education in the 1970%s.

WO IS GOING TO COLLEGE? SOME BARRIERS TO ATTENDANCE

Who are the young peuple who are entering college today? And as
the corollary, who are the young people who are not entering college?
Most laymen recognize that bright high school graduates are more
likely to continue their education than those who have had to struggle
for grades throughout high school, that doctors’ sons are more likely
than laborers’ sons to attend college, that whites are more likely than
blacks, and men are more likely than women to seek further education.
These elements of the folk wisdom about who goes to college can be
cast into more precise and accurate information through research.

Two dimensions that researchers have been able to measure seem to
hold primary roles in explaining who goes to college where they go,
and even how long they stay. Socioeconomic status (éES), which in-
cludes mensures of family occupation and parental education, and
academic ability are the two most powerful measures we have of who
goes where to college.

Some of the most important data extant on the interrelationships
between SES and ability in college attendance rates have been pre-
sented by Lyle Schoenfeldt (1968) for Project TALENT high school
graduates of 1961, and by Dr. Thomas Hilton who analyzed ETS’
Growth Study data for 1967 high school graduates using the same
scheme of tabnlation.

TasLE 1.—Probability of high school graduates in 1961 and 1967
entering some form of postsecondary education

Sociocconomic quarter
1—Low 2 3 4—High
1961 1967 1961 1067 1961 1967 1061 1967

21 48 28 55 30 40 51 65
37 57 47 58 51 69 61 79
47 74 52 717 66 79 82 88

69 82 83 89 87 93 93 94
14 39 25 41 26 35 39 60
26 40 27 . 44 41 64 57 76
38 b2 51 58 54 77 76 86
58 69 66 77 84 88 91 095

Sources: 1061 graduates, with 1662 followup, Schoenfeldt, 1068, 1967 graduates, with 1968 follawup, ETS
Growth Study data analysis by Iilton.

Table 1 shows the two sets of data side by side. The two sets of data
were not desioned to be comparable, but we can be rather certain of
some things. For example, the probability is extremely high that the
son of a surgeon who has been an A student in high school will con-
tinue his education. For young people ranking in the top quartile on
both SES and ability there is little difference between the two sets of
data. Almost all of this group enter college, there has been little change
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over the past decade; i.c., it has reached the saturation point. The 6 or
T percent of this highly privileged gronp who don’t attend college
may be prevented from doing so by illness or other nnusual emergen-
ies. In 1970 the fact is that very few additional college students are
to be expected from among high school graduates high in both acade-
mic aptitnde and socioecconomic statns.

At the other extreme are the donbly disadvantaged, those scoring
in the lowest quartile on both SES and ability. The lowest probability
for college attendance ocenrs in the cells in the npper left hand cor-
ner of the tables. For example, in the 1961 TALENT sample, 21 ont
of 100 lowest quarter SES males who also scored in the bottom fonrth
of the class on a test of academic ability entered some form of post-
secondary training following high school giaduation; for women it
was only 14 percent.

At the beginning of the decade of the 60’s we could predict with
fairly reasonable acoimacy the probability of continued edncation for
young people in the extreme cells of Table 1. For men, for example,
wo wour]’d have been correct 93 times ont of 100 in predicting that a
high-ability, high SES student wonld enter postsecondary educa-
tion; we won'd have been correct 79 times ont of 100 in predicting
that a low-ability, low SES stndent wonld terminate his formal edn-
cation with a high school diploma.

The effectiveness of the meritocracy of the 1960’s is clearly evident
in the 1967 ETS Growth Study data. We can predict that an extreme-
ly high percentage of boys who make high test scores will embark
npon postsecondary trainmng—almost all of them in 2- or 4-year col-
leges—in the 1970%; 82 percent of the males in the top ability quar-
ter of the ETS sample continned their formal edncation after high
school graduation in 1967 even if they ranked in the Zowest SES quar-
tile. The handicap of low socioeconomic status was not as serions
for boys in 1967 as the handicap of low academic ability. If a boy
met meritocratic standards of above-average school achievement—as
measured by traditional academic aptitnde tests—he was very likely
to continne his edncation. Over 80 percent of the boys who ranked
in the npper half of the class academically were going on to college.

Women have not yet emerged from the aristocratic era of college
admissions. Their probability of college attendance is influenced as
mnch by socioeconomic factors as it is by the achievement factors of
the meritocracy. The greatest discrepancies between the college-
attendance rates of men and women exist among high ability students
who are below average in socioeconomic measmes. A bright but poor
male has a better chance of continuing his edncation than has his
equally able sister. Much of the difference can be attributed to parental
attitudes. Census Burean interviewers fonnd that the higher the edn-
cational level of the parents, the less they were likely to distinguish
between the edncational needs of sons and danghters. For example, 73
percent of the mothers with a grade school edncation wanted college
for their sons, but only 60 percent expressed the ssme desire for their
daughters. Among mothers who had attended collexe, there was vir-
tnally no difference in the edncation desired for males and females—
98 percent wanted sons to go to college and 97 percent wanted college
for their danghters (Froomkin, 1970). The large increases in college
attendance for women are now coming from the ranks of above-
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average students from all sociocconomic levels, as women continue
toward the peak of the meritocraticerain college attendance. For men,
the meritocratic phase has passed its peak and 1n the decade of the 70’s,
the major increases in college attendance will come from lower-ability
men.

As we move into the egalitarian phase of college admissions, the
remnants of the earlier aristocratic and mweritocratic phases can be
observed. Both SES and academic aptitude have powerful influences
on who goes to college. The effect is especially potent when they occur
in combination. Young people, men and women, in the upper half in
both ability and SES have a high probability of continuing their for-
mal education—at least three-fourths are doing so. Young people in the
lower half on both ability and SES are not as likely to continue their
edneation, but for boys, over half are embarking upon some forin of
postsecondary training; for lower-half women about fonr out of ten
high school graduates are pursning further education.

WIIO WILL GO TO COLLEGE? XNEW STUDENTS TO IIIGHER EDUCATION

The decade from 1965-1975 is likely to be highly significant in the
annals of education becanse it provides the perspective from which
we can identify the aristocracy as outgoing, the meritocracy as pre-
vailing, and egalitarianism as the mood of the futnre.

National statements of policy formnlated in the 1960’s support the
prevailing meritocratic criteria for determining who shall have the
opportnnity for postsecondary edncation by phrases suchas®. . . iden-
tify qualified youths of financial or cnltnral need with an exceptional
potential for postsecondary edncational training and encourage them
to complete secondary school and nndertake postsecondary edncational
training” (Public Law 90-575, October 16, 1968, emphases added).
But federal programs have also launched the beginning of an egali-
tarian ern with programs for the disadvantaged which “are designed
to generate skills and motivation necessary for success in education
beyond high school” through the provision of special or remedial serv-
ices for stndents “of deprived edncational, cultural, or economic back-
ground or physical handicaps, [who] are in need of such services to
assist them to initiate, continue, or resume their postsecondary educa-
tion” (Public Law 90-575).

The emphasis of the 1960’s was on access. The goal was to move
young peopln toward traditional postsecondary education through sup-
plying money, incentive, and remediation of past educational deficien-
cies so that New Students would have the same educational oppor-
tunities as traditional students. Partly becaunse of the snccess of this
effort in the 1960’s, the task of the 1970’s will be accommodation of
education to the needs of students who gained admission throngh access
programs. The emphasis will change from moving students toward
higher education to moving edncation toward students. The 1970’s
have brought the realization that success at academic tasks in the past
is not an infallible predictor of suceess in the future, especially when
past opportunities for learning have not been equal for groups of dif-
fering locales, ethnic backgrounds, and socioeconomic status. -

The press is strong for an egalitarian philosophy of access to post-
secondary education. Egalitarians maintain that anyone who has the
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desire to pursue further education should be helped to do so, regard-
less of economic resonrces and regardless of past academic achieve-
ment. If the meritocracy is ebbing and egalitarianism is on the rise,
who will go to college?

The description 18 not quite accurate, but it is generally conceded
that we have, in this country, a system: of nniversal secondary education
wherein young people who are physically and mentally able to attend
high school do so. In reality only abont 80 percent of the young people
graduate from high school. If we assumed that universal higher edu-
cation existed when it became as common as high school gra&mtion is
today—i.e., when 80 percent of the high school graduates continued
their education—then we might constrmet a hypothetical egalitarian
form of Table 1, wherein every SES-ability cell had an 80 percent
postsecondary education attendance probability. Eighty percent of
those in the top quarter on both SES and ability would continne their
education, and 80 percent of those in the bottom quarter on both indices
wonld also continue in some form of post-secondary education. Table 2
shows the reservoir of potential New Students to higher edncation.
It is obtained by subtracting the percentages in each cell of Table 1
(the reality) from 80 (practical egalitarianism). .

TaBLe 2.—The hypothetical reservoir of potential students for the
attainment of egalitarian postsecondary education

) Socloeconomie status
Ability 1-Low 2 3 4—iligh
Male

1-LOWe e ccccmccaaaa 32 25 40 15

.................. 23 22 11 1

S S 6 3 ) R,

4—High e e iceeeecacsccccamececacecaemmasecsman
Female:

1—LOW.e e eecaaan 41 33 25 20

ecececcecececcana- 40 36 16 4

................. 18 12 8 eeceeanan

4—High . __...... 11 N

1 Source: 80 percent minus the percentage in each cell of the 1967 ETS growth study data pPresented in table

Quite clearly, most of the New Students would comne from rows 1 and
2—tlhe lower half of the class academically. There would be alnost no
additional males from the upper half of the class, but there would be
a fairly large number of women who stand in the top half of the class
academically—almost all of them from the lower half of the socio-
economic scale.

Who will go to college? New Students to higher education will be
students whose performance at academic tasks in the past has been
below average. Low acadermic ability, as that ability is traditionally
nurtured and measnred in the schools will be their distinguishing
characteristics. We need to turn our attention to the complicated prob-
lems of designing educational programs that will educate those who
have been relatively untouched by instructional programs of the past.
Institutions of higher education are not now prepared to teach New
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Students. Nothing in our experience of designing educational pro-
grams has prepared us to think about whether the present meritocratic
goals—i.e., high academic achievement—are compatible with egali-
tarian access. Do we plan to admit everyone, but graduate only those
who meet meritocratic standards? Perhaps the place to start con-
ceptualizing the enormous task before us is with achieving a better
understanding of the characteristics of New Students.

A research description of the abilities, attitudes and interests of New
Students, with emphasis upon suggestions for the design of appro-
priate educational programs for New Students is underway with the
support of Educational Testing Service, the College Entrance Ex-
amination Board and the Center for Research and Development in
Higher Education, University of California, Berkeley. A very brief
capsule profile of some characteristics of New Students is presented
liere. For purposes of this description as well as those of the compre-
hensive study, New Students are defined as those scoring in the low-
est third of samples of high school seniors on traditional tests of
academic aptitude.

Most New Students are Caucasians whose fathers work at blue-
collar jobs. A substantial number, however, are members of minority
ethnic groups. The great majority of fathers have never attended col-
lege and the expectation of college is new to the family. Those who
constitute the New Student pool of high school graduates have not
been especially successful at their studies in high school. Whereas
traditional college students (upper third) have made A’s and B's in
high school, New Students tended to make mostly C’s. Traditional stu-
dents are attracted primarily to 4-year colleges and universities, where-
as]New Students plan to enter public community colleges or vocational
schools.

Fundamentally these New Students to higher education are swept
into college by the rising educational aspirations of the citizenry. For
the majority, the motivation for college does not arise from the antic-
ipation of the joy of learning the things they will be lenrning in col-
lege, but from the recognition that education is the way to a better job
and a better life than that of their parents.

Most educators and legislators have become sensitized to the failure
of schools in minority ethnic neighborhoods to provide adequate aca-
demic foundations upon which young people can build college educa-
tions. But in a recent study sponsored by the Carnegie Corporation,
Peter Binzen (Carnegie Quarterly, 1970) found that Kensington, a
blue-collar community that is 99.7 percent white, has some of the same
problems. '

Kensington is a community in crisis. . . . In many ways it
looks, thinks, and acts like so many of the Negro ghettos festering
in American cities. Its educational, political, social, and economic

roblems are almost as great as those found in the black slums.
t, too, has failed to solve these problems, and failure has made
itsullen, surly, and suspicious [p. 2]. . . .

People forget that, in the metropolitan areas, twice as many
white as nonwhite families live in “official” poverty, and of course
many White towners don't quite qualify for that governmental dis-
tinction. They are poor but not poor enough to get help. Usually
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earning from $5,000 to $10,000 a year, the Whitetown husband and
father works hard as a truck-driver or turret lathe operator or
policeman or longshoreman or white-collar clerk—perhaps at
more than one of these jobs—to buy and hold on to his fourteen-
foot-wide house and new color television set. [p. 1]. . . .

Some of the immediate implications for federal programs that result
from this influx of New Students are apparent from a knowledge of
SES and ability characteristics alone. Among these are the following:

1. The majority of young men now entering public community
colleges will require some form of “remedial” help before they
can meet the traditional standards of college. Seventy-two percent
of the men entering public community college in the fall of 1970
made below-average grades in high school TACE, 1970).

2. Female New Students are coming from the lower socioeco-
nomic classes, but generally speaking women attending comrau-
nity colleges made average grades in high school. Their greater
need is financial assistance. WWomen entering public commnunity
colleges are more worried than men about financing their educa-
tion (CGP, 1970). Because part-time jobs and loans are more dif-
ficult for college women than for men, these young women will be
placing increasingly heavy demands on the financial resources
of colleges.

3. It is the opinion of this author that highest financial priority
should now go toward developing effective educational programs
for New Students. The access programs of the last decade have
been, by and large, very successful. If after placing postsecondary
educational opportunity within reach of these young people, we
offer nothing more than further frustration and further oppor-
tunity for failure in educational programs that are inappropriate
for the students and the times of the 1970’ then equality of edu-
cational opportunity is a hollow victory.
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MASS HIGHER EDUCATION AND THE ECONOMIC
BENEFITS OF A COLLEGE DEGREE

By RODNEY T. HARNETT

We are rapidly approaching compulsory higher education in Amer-
ica. Not in the legal sense, of course, but in the sense that various
cconomic and social forces are funncling so many more secondary
school graduates into some form of post secondary school education
that for once not to attend college is becoming increasingly ditlicult.
In 1960, about half of America’s high school graduates went on to
college; in 1970—just ten years Jater—this figure had jumped to 62
pereent and within another decade will be at least 70 percent.?

There are numerous reasons for such an increase, but none is more
compelling than the long-established velationship that has existed in
this country Detween level of educational attnmment and earning
yower. The mean income difterential between those holding a college
degree and those who have not gone to college is considerable. Accord-
ing to data gathered in the 1960 census, for example, an engineer of 45,
holding a college degree, had an annual mean income of approxi-
mately $11,000, whercas engineers of the same age without a degree
had an annual mean income of approximately $8,300. For salesmen
and sales clerks, the differential was even greater, with college gradu-
ates earning an average of $11,000 as opposed to $7,500 for salesmen
without a college degree.” Though these data are ten years old and the
salary levels of both groups would be considerably higher today, the
gencral nature of the salary differentials by educational attainment is
probably cssentially the same in 1971.

The sizable incomne differentials between those who hold a college
degree and those who have not gone to college will come as a surprise
to no one. Education has long been an accepted avenue to “the better
life” in the United States, and while educators are anxious to point
out that monetary values cannot be placed on education and that
numerous non-monetary benefits are also important consequences, the
fact remains that substantial and consistent financial benefits have
been associated with educational attainment.

It is tempting to conclude on the basis of such data that going to
college (or, more specifically, getting through college) is almost cer-
tain to result in a }arger annual income for the individual, It is this
very reasoning, in fact, that has prompted many young high school
graduates, who otherwise mnight be disinclined to pursue more years
of study, to attend college. Data from the American Council on Edu-

cation’s annual swrveys of eutering college freshmen (see Table 1)

1 A Fact Book on Higher Education, American Council on Bducation, 1970, p. 70.7.

3 For detnlls regarding income differentials by various fields over a period of years and
estimated lifetime earnings by sex, race, scieeted occupations and years of school completed,
see Income Distribution in the United Staics, Herman P. Miller, U.S. Department of Com-
merce, Bureau of the Census, 1968 (153)
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make it clear that many entering college freshmen do perceive the
attainment of a college degree primarily in terms of an increase in
financial potential. At all mstitutions of higher education combined,
approximately 67 percent of the 1970 entering freshmen agreed that
the chief benefit of a college education is that it increases one’s carning
power, Nearly 78 percent of the students entering a junior college in
1970 held this same view. On an actuarial basis, this opinion is sup-
ported by the evidence discussed earlier: college graduates, on the
whole, do carn more. But at least two factors place severe restrictions
on the generalizability of these data to individuals, and raise serious
questions about the appropriateness or wisdom of the income difter-
ential argument as a primary reason to attend college.

TABLE 1.— Percentage of entering college freshmen agreeing or strongly
agreeing that the chief benefit of a college education is that it vncreases
one’s earning power

1967 1968 1960 1970
All institutions_ - . o coceenaaa.a. 56. 0 57. 8 53. 6 66. 7
All 2-year colleges.._-Zocooaoo.n. 68. 9 69. 0 64. 9 77.9
Public universities- . cccccceaaaana- 53. 1 54. 4 48. 3 60. 0
Private universitieS.cccoccccnana- 43. 8 42. 8 43.1 52,7
Public 4-year colleges_-a-caooo--- 55. 3 58. 4 50. 5 67. 1

Source: National Norms for Entering College Freshmen, 1967, 10868, 1069, and 1970
Issues, Ameriean Council on Education.

Educational Attainment Versus Other Factors

First of ali, it would be a serious mistake to overlook the importance
that other personal characteristics play in determining job success. As
Levin and his colleagues suggest, “In all likelihood, attributing the
oross improvement in an individual’s potential lifetime opportunity to
ﬁigher educational attainment probably understates the effects of the
other traits of persons who receive more schooling.” * Intelligence,
motivation, ability to “get along with others,”—these traits and others
are also important ingredients of occupational success, and are also
related to academic attainment. A great deal of research has attempted
to determine what percentage of the income differential between col-
lege graduates and those who have not attended college is due to higher
educational attaimment alone, and what percentage seems to be attrib-
utable to some of these many personal factors.

As Levin et al. point out, nearly all the studies on the subject do show
evidence of a significant effect of educational attainment that cannot
be accounted for by differences in these other personal characteristics.
But just how much is due to schooling and how much to other factors
is still not clear. One investigator, for example, estimted that 60 per-
cent of the income differentials that appear when men of similar age
are classified by years of education actually is the result of education
and 40 percent the result of other factors! Numerous subsequent in-

3 Levin, Henry M., Guthrle, J. W., Kleindorfer, G. B, and Stout, R, T., “School Achleve-
ﬁlcl:lrt_n{l{()l_({’)os‘t;sochool Success : A Review,” Review of Educational Research, 41, 1 (Feb-

3 ﬁénlson. D, fhc Sonrces of Economic Growth in the United States and the Alternatives
Before Us, New York : Committee for Economic Development, 1062,
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vestigations, lowever, have raised questions about the accuracy of this

estimate and have suggested that the effect of schooling alone is some-

what higher. Most experts now feel—including the researcher original-
ly offering the 60 percent estimate—that the percentage of income dif-
ferential ﬁirectly &ue to schooling is somewhere between 67 and 82 per-
cent.® One study agrees with the range of schooling effects suggested
earlier, but points out that earnings increased consistently with in-
creases in class rank and college quality (the latter determined sub-
jectively).® Thus, while it is true that schooling alone is a potent factor
1 accounting for income differentials in later life, it is at the same
time true that non-school factors continue to play a very important role.

The importance of both formal schooling and non-school personal
characteristics as income producers is further clarified in Figure 1, in
which it ¢an be seen that there is considerable variation around the
mean incomes of those holding a college degree and those who never
went to college. More important, there Is considerable overlap between
these two distributions. Specifically, one-fourth of the college grad-
nates made less than the average high school graduate of similar age
who did not go to college, and one-fifth of the high school graduates

who never went to college earned more than the average college grad- -

uate. Though it is only an estimate, it would appear From these data
that probably one-third of the college gradnates earned no more than
they would have made had they not attended college at all. Such in-
formation is even more meaningful when considered in conjunction
with the data regarding class rank and institutional quality referred
to earlier. Those who rank toward the bottom of their college graduat-
ing class or have attended colleges of questionable quality will aimost
surely be overrepresented in the low end of the income distribution
for college graduates represented in Figure 1. Data reported by
Patricia Cross indicate that the increasing percentage of high school
graduates attending college will come from the lowest aptitude quar-
tile of high school graduates.” It is not unlikely that many of these
students will never graduate from college in the first place. Of those
who do, it is likely that a sizable proportion will rank in the lower

hallf)0 o{.’l their classes, graduate from institutions oi mediocre quality,
or both.

Financial Benefits and Increasing College Enrollments

A second major factor limiting the generalizability of the notion
that going to college results in greater earning power is the simple
fact that as more and more high school graduates attend coll